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ABSTRACT 
 
Through multiple regression analyses, this study finds significant predictive relationships 
between teacher turnover rates and student achievement. The relationship between average years 
of teaching experience among teachers in a district was not found to be statistically predictive of 
student achievement rates. Additionally, three factors related to race – student race, the 
difference in the racial composition of the district’s teachers and students, and the difference in 
the racial composition of the community and the school district  – were found to have a 
significant impact on teacher turnover rates among districts. The state of Mississippi primarily 
measures the health a school district’s teaching force by the average years of teaching experience 
accumulated by teachers in the district. Additionally, there are a number of state investments in 
programs aimed at attracting new teachers to the profession of teaching or attracting teachers to 
hard-to-staff subject areas or regions. Little focus has been given to the high rates of teacher 
turnover prevalent among Mississippi school districts and strategies for alleviating them.  The 
findings in this study have important policy and research implications for the state of 
Mississippi. 
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PREFACE 
In 2013, I left the teaching profession in Mississippi for a job in the nonprofit sector. I 
can also recount many instances when my fellow teacher colleagues left the classroom in search 
of other opportunities. Like me, these teachers made the decision to leave the classroom for a 
variety of reasons. It is my hope that the research presented in this report provides insight into 
the reasons why Mississippi teachers leave the teaching profession and the impact that it has on 
public school students. 
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CHAPTER I 
INTRODUCTION AND OVERVIEW 
Introduction 
Research has established that high-quality teachers are the most important school-based 
factor related to student achievement (Boyd, Lankford, Loeb, Rockoff, & Wyckoff, 2008; 
Hanushek & Rivkin, 2007; Heck, 2007; Rivkin, Hanushek, & Kain, 2005; Rockoff, 2004; 
Wright, Horn, & Sanders, 1997). Two critical factors used by policymakers to assess the health 
of a school district’s teaching force are the years of experience accumulated by teachers in the 
district and the rate of teacher turnover (Ronfeldt, Loeb, & Wyckoff, 2012). Though these factors 
are related, they are distinct. A district can have many teachers that have accumulated several 
years of experience and also have a high teacher turnover rate. Further, research suggests that 
teacher turnover may have a more pervasive impact on school culture that cannot be mitigated by 
replacing teachers leaving schools with more effective or experienced teachers (Ronfeldt et al., 
2012). Over the years, Mississippi has assessed the health of districts’ teaching forces with a 
primary focus on identifying districts with high amounts of inexperienced teachers (Mississippi 
Department of Education, 2015). Further, state policy has addressed teacher quality issues with 
solutions centered on attracting new teachers to hard-to-staff school districts and increasing the 
number of years teachers stay in geographic areas across the state, with no direct incentive to 
influence teachers to stay in one school and reduce turnover rates. Little analysis has been 
devoted to understanding how turnover at the district level might be impacting student 
achievement despite the district’s average years of teacher experience. In addition, Mississippi’s 
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teacher retention policy solutions have been based primarily on financial incentives. This 
quantitative study seeks to provide a nuanced understanding of the relationship between a 
district’s average years of teacher experience and student achievement versus a district’s teacher 
turnover rate and student achievement. Additionally, this study seeks to identify whether the 
factors impacting employee turnover identified in organizational research are related to high 
teacher turnover and low teacher experience averages in Mississippi school districts.  
The Importance of High Quality Teachers to Student Learning  
The development and maintenance of a high quality teaching force are requisites for 
meaningful public education reform in the United States. Establishing a high quality teaching 
force is also one of the greatest reform challenges of recent times. For much of the last three 
decades, policy makers and education leaders have focused on producing more effective teachers 
and improving the practice of struggling teachers as a means to improve the public education 
system. In 1983, the National Commission on Excellence in Education was commissioned to 
assess the state of education in the United States and found serious concerns regarding the 
quality of the teaching force, all of which were published in the landmark report, A Nation at 
Risk. Among the concerns were findings that severe teacher shortages existed especially in math 
and science and that half of the nation’s newly employed math, science, and English teachers at 
the time were not qualified to teach their respective subjects. In addition, the commission found 
that the “professional working life of teachers [was] on the whole unacceptable” (National 
Commission on Excellence in Education, 1984, n.p.), citing the low teacher salaries and the 
inability of teachers to participate in decision-making pertaining to their professions. 
Since the exposure of the condition of America’s teachers in A Nation at Risk, improving 
the quality of teachers has been a topic of interest for many state and national policy makers.  In 
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1996, the National Commission on Teaching and America’s Future expanded the nationwide 
conversation regarding teacher quality by introducing teacher retention as a crucial factor in 
realizing a high quality teaching force. By 2003, the commission was conclusive: the real teacher 
quality problem, they presented, was created by high rates of teacher turnover.  Specifically, they 
state, “The ability to create and maintain a quality teaching and learning environment in a school 
is limited not by teacher supply, but by high turnover among the teachers who are already there – 
turnover that is aggravated by hiring unqualified and underprepared replacements who leave 
teaching at very high rates” (National Commission on Teaching & America's Future, 2003, p. 6). 
High turnover, they present, not only impedes schools’ ability to develop its teachers, but it also 
places schools in a position where they are constantly scrambling to fill positions, which likely 
leads to the lowering of hiring standards. 
Researchers have also validated the national focus on teacher retention with findings 
linking teacher quality to student achievement and teacher experience to teacher quality. A 
research study (Wright, Horn, and Sanders, 1997) represents one of the first large-scale 
evaluations showing that student achievement is significantly impacted by teacher quality.  The 
study used longitudinal standardized test scores in five subjects from third through fifth grade 
students, corresponding teacher evaluation scores from the Tennessee Value-Added Assessment 
System (TVAAS), class size data, and school contextual data to evaluate the relationship 
between several school factors and student growth and achievement. Controlling for 
socioeconomic differences, the researchers found that a teacher’s TVAAS score, a proxy for 
teacher quality referred to as the teacher effect, was highly significant in every analysis 
conducted. In addition, the teacher effect had a larger effect size than any other factor in twenty 
of the thirty analyses in impacting learning gains for students. This landmark study established 
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that the most important factor contributing to student learning is the teacher. Additionally, 
Wright et al. (1997) established that wide variation existed in effectiveness among teachers. 
They posited that “more can be done to improve education by improving the effectiveness of 
teachers than by any other single variable” (Wright et al., 1997, p.63). The results of this study 
have since been corroborated by several other large-scale studies (Boyd et al., 2008; Hanushek & 
Rivkin, 2007; Heck, 2007; Rivkin et al., 2005; Rockoff, 2004). Today, researchers and 
practitioners generally accept that teacher quality has a great impact on student learning. 
Research Problem 
The relationship between teacher experience and student learning. The research 
linking years of teacher experience to teacher quality has not been as conclusive as the research 
substantiating the impact of the teacher. In 2004, Rockoff linked teacher quality in terms of 
student achievement to the number of years a teacher has spent practicing in the profession. In 
his large-scale study, including data from over 10,000 students and 300 teachers in two New 
Jersey school districts, he found that years of teaching was a significant predictor of student 
achievement in elementary math and reading. Since Rockoff’s finding, a large body of research 
using longitudinal data suggests that the relationship between years of teaching and teacher 
quality disappears after the initial years of teaching (Clotfelter, Ladd, & Vigdor, 2006; Rivkin et 
al., 2005).  In a large-scale study including data from over a half-million students, Rivkin et al. 
(2005) revealed that teachers reach their peak performance, in terms of impacting student 
learning, after their third year of teaching. Additionally, Clotfelter et al. (2006) found that 
teachers with twenty years of experience are about as effective as teachers with five years of 
experience, further supporting the notion that the performance of teachers reaches a peak and 
then plateaus. In light of this research, education researchers generally support the notion that 
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teachers with 1-3 years of experience perform significantly worse than their counterparts with 
more experience (Rivkin et al., 2005). This notion underlies many education policies supporting 
teacher retention, combatting teacher turnover, and supporting equity plans to place more 
experienced teachers in underserved schools.  
The relationship between teacher turnover and student learning. There is a smaller, 
but more conclusive body of research examining the relationship between teacher turnover and 
student achievement. More recently, researchers have begun attempting to substantiate 
assumptions that teacher turnover is detrimental to student learning. While the correlational 
relationship between teacher turnover and student achievement is well established (Boyd, 
Lankford, Loeb, & Wyckoff, 2005; Guin, 2004; Hanushek, Kain, & Rivkin, 1999), research has 
provided little evidence of a causal relationship between the two factors (Ronfeldt et al., 2012). 
The negative correlations between teacher turnover and student achievement found in three 
large-scale studies strongly suggest that high teacher turnover is related to low student 
achievement; however, the direction of the relationship can only be speculated (Guin, 2004; 
Boyd et al., 2005; Hanushek et al., 1999). Using data from these studies, there is no way to know 
whether teacher turnover impacts student achievement or whether student achievement impacts 
teacher turnover. Additionally, as Ronfeldt et al. (2013) points out, these correlational studies do 
not eliminate the possibility of an intervening variable, such as poverty or poor school 
leadership, causing both high turnover and low student achievement.  
Additionally, a body of research has found the most effective teachers are more likely to 
persist in schools than their less effective counterparts (Boyd et al., 2005; Hanushek & Rivkin, 
2007).  Findings from such studies suggest persisting teachers may be stronger teachers and that 
teacher attrition may be beneficial to schools. However, this benefit is highly dependent on 
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whether schools replace the teachers who leave with more effective teachers. Other studies 
indirectly suggest teacher turnover is detrimental to student achievement. These studies posit that 
turnover has an evasive impact on student achievement through its disruption to school culture. 
Bryk and Schneider (2002) found the quality of relationships teachers have with their students 
and with other teachers predicts student achievement. Teacher turnover may negatively impact 
such relationships. Hanselman, Grigg, Bruch, and Gamoran (2011) found that teacher turnover 
impacts staff collegiality and trust in a school. The results of these studies thereby imply a 
directional relationship between teacher turnover and student achievement, suggesting that 
teacher turnover can negatively impact student achievement.  
Only one large-scale, well-known quantitative study has attempted to determine whether 
teacher turnover has a causal relationship to student achievement. This study, conducted by 
Ronfeldt et al. (2013), examined the grade-level teacher turnover data in several hundred New 
York City schools over the course of eight years. Using the school-by-grade data, they were able 
to investigate whether teacher turnover on a grade level team impacted student growth from year 
to year. They found teacher turnover did have a negative impact on student achievement, even 
after controlling for teacher quality. In other words, the previous assumption that teacher 
turnover is good if leaving teachers are replaced with more effective ones becomes obsolete. 
Their finding supports previous research findings that imply an indirect relationship between 
teacher turnover and student achievement through school culture. The authors state, “The 
findings indicate that turnover has a broader, harmful influence on student achievement since it 
can reach beyond just those students of teachers who left or of those who replaced them” 
(Ronfeldt et al., 2013, p.31). With this evidence, researchers present teacher turnover as a 
significant impediment to increased student achievement. 
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Taken together, the research on teacher experience and teacher turnover presents several 
insights. First, although the relationship between teacher experience and student achievement is 
not well established through research, the link between teacher turnover and student achievement 
suggests a teacher’s longevity in a school is favorable for optimizing student achievement. 
Secondly, the relationship between teacher turnover and student achievement has implications 
for the relationship between teacher experience and student achievement, but the two 
relationships are distinct. High teacher turnover may persist while the average years of teacher 
experience increase because teachers may transfer from school to school. Lastly, teacher 
turnover is harmful to schools, regardless of teacher experience levels. In light of these insights, 
it is important to examine the factors related to both teacher turnover and teacher experience in 
determining the health of a system’s teaching force. 
Policy Implications for Mississippi 
Mississippi stands to benefit from gaining an understanding of the factors related to 
teacher turnover and teacher retention in the state’s public schools. In the 2014-2015 school year, 
Mississippi teachers with 0-3 years of experience accounted for 26 percent of all of the state’s 
teachers (Mississippi Department of Education, 2015). Additionally, great disparities exist 
among school districts in number of experienced teachers. Schools with high concentrations of 
minority students and/or students from low-income families had higher teacher turnover and a 
greater number of inexperienced teachers than schools with low concentrations of those students. 
Of the 55 school districts with over 90 percent of students receiving free or reduced lunch, 47 
exceeded the state average in number of teachers with 0-3 years of experience (Mississippi 
Department of Education, 2015). Lastly, Mississippi school districts have endured critical 
teacher shortages for decades. Currently, 36 percent of Mississippi school districts qualify as 
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critical teacher shortage districts. Critical teacher shortage districts have 10 – 15 percent of 
teaching positions filled with inappropriately licensed teachers and/or 30 percent of teaching 
staff at or near retirement with at least 25 years of experience (Mississippi Department of 
Education, n.d.). These districts have relied on either certified teachers who were teaching an 
out-of-field subject area or long-term substitute teachers to serve their students (Mississippi 
Department of Education, 2015). 
Over the years, Mississippi has dedicated resources to building a high quality teaching 
force and mitigating the impact of the teacher shortage by implementing a variety of initiatives 
based on financial incentives. In 1998, the Mississippi legislature enacted the Critical Teacher 
Shortage Act, which established a number of programs designed to attract and retain teachers in 
critical teacher shortage districts. These programs include a scholarship program for education 
students committed to teaching in critical teacher shortage districts, a loan repayment program 
for teachers who relocate to critical shortage districts, a scholarship program for existing teachers 
in critical shortage districts to pursue a graduate degree, and an assisted housing program that 
allows teachers in shortage areas to access a set amount of funds to be used towards home 
ownership expenses. Despite these efforts, which have been implemented for nearly two 
decades, school districts in Mississippi continue to struggle with retaining teachers, especially in 
high poverty and high minority districts. During the 2014-2015 school year, the Office of 
Educator Quality at the MDE convened nearly 150 education stakeholders across the state to 
identify root causes for high teacher turnover in Mississippi school districts. Among the causes 
identified, there were no references to a lack of financial investment in teaching; instead, 
stakeholders thought teachers leave schools because they have no connection to the community 
they serve, they lack the cultural competence to teach in high poverty and high minority schools, 
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and they lack meaningful support and professional development (Mississippi Department of 
Education, 2015). These findings demonstrate a gap between what stakeholders experience and 
what policymakers think regarding teacher turnover in the state. No research has addressed the 
need policymakers have to understand factors related to teacher turnover in Mississippi school 
districts. 
Moreover, the Mississippi Department of Education has recently demonstrated a 
commitment to ensuring all schools are staffed with effective teachers, naming it one of the six 
goals adopted by Mississippi’s State Board of Education (SBE). The SBE has two metrics to 
measure the state’s progress towards reaching this goal: 1) Monitoring the percentage of teachers 
rated effective through the state teacher evaluation system; and, 2) Reducing the proportion of 
inexperienced and non-certified teachers in low-performing schools (Mississippi Department of 
Education, 2016). Meeting each of these goals relies on a stable teaching force developed over 
time to allow teachers to become masters in the field of teaching. To realize the goals set by the 
SBE, policymakers and education stakeholders need to gain a deeper understanding of the factors 
impacting teacher turnover in the state. In addition, the state stands to benefit from gaining an 
understanding of how measuring a district’s teacher turnover rate might yield different insights 
from measuring the average years of teaching experience in evaluating the state and health of a 
district’s teaching force. 
Research Questions and Purpose Statement 
Taking into consideration the findings from existing research studies and the needs of 
Mississippi, the purpose of this study is two-fold. First, the study seeks to understand the 
relationship between teacher turnover and student achievement and the relationship between 
teacher experience and student achievement. Second, the study strives to identify the 
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organizational factors that might predict teacher turnover rates. The following questions will be 
used to achieve these purposes: 
1. Is there a relationship between teacher turnover and student achievement among 
Mississippi school districts?  
2. Is there a relationship between teacher experience and student achievement among 
Mississippi school districts? 
3. Is there a relationship between teacher experience and teacher turnover across 
Mississippi school districts? 
4. Is there a relationship between organizational variables (teacher salary supplements, 
principal evaluation ratings, school administrative spending, district per pupil 
expenditures, student suspension rates, percentage of minority and low-income 
students, level of school district underfunding, the degree to which a district’s white 
student population percentage differs from the county’s white population where the 
school is located, and the degree to which the race of the teaching force and student 
body differs) and  high teacher turnover in Mississippi school districts?  
5. Is there a relationship between organizational variables (teacher salary supplements, 
principal evaluation ratings, school administrative spending, district per pupil 
expenditures, student suspension rates, percentage of minority and low-income 
students, level of school district underfunding, the degree to which a district’s white 
student population percentage differs from the county’s white population where the 
school is located, and the degree to which the race of the teaching force and student 
body differs) and low teacher experience averages in Mississippi school districts?  
Theoretical Orientation 
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At a national level, Ingersoll (2001) asserts teacher turnover is the reason there is a 
teacher shortage problem. Contrary to the belief that school staffing problems are primarily due 
to teacher shortages resulting from demographic trends, he posits that a “revolving door,” 
(Ingersoll, 2001, p. 499) where teachers leave their jobs for reasons other than retirement, is the 
main reason that schools struggle to maintain a staff of qualified teachers. In his “revolving 
door” analogy, Ingersoll depicts the basic economic theory of supply and demand. According to 
this well-known theory, an increase in demand of a product causes the value of the product to 
increase, while a decrease in demand of a product causes the value of the product to decrease. In 
addition, an increase in the supply of a product causes the demand to decrease, while the 
decrease in the supply of a product causes the demand to increase. When the supply and demand 
of a product are in balance, its cost is usually deemed fair and feasible to the market. When there 
is greater demand for a product than the supply, costs are inflated, and consumers have to either 
pay more for the product or go without. 
Ingersoll applies this theory to the state of the teaching force and illustrates how turnover 
impacts teacher quality. He posits that teacher attrition caused by factors such as job 
dissatisfaction, inadequate support from school administration, student discipline problems, 
limited faculty input into school decisions, the allure of other professions, and low salary causes 
the demand for teachers in school systems to increase substantially. Though teacher retirement 
and shortages of teachers related to demographic trends do impact school staffing, Ingersoll 
(2001) argues that the aforementioned factors cause the profession to experience a greater net 
loss of teachers. He theorizes that the net turnover caused by these factors create an imbalance of 
teacher supply and demand, where the demand for teachers become greater than the supply. 
Applying the economic theory of supply and demand, this imbalance implies that school districts 
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should expect to expend more resources on attracting teachers or go without. Since most school 
districts have a fixed amount of resources to spend on teacher recruitment, any additional 
investments are not feasible options. This is why many school districts settle for unqualified 
teachers or lower quality substitutes to meet their demands. 
In light of this, Ingersoll (2001) suggests that the solution for school staffing problems 
lies primarily in decreasing the demand for new teachers rather than increasing the supply of 
teachers. He calls for a focus on teacher retention in order to mitigate issues, which arise from 
the supply and demand imbalance of teachers. The research presented in this dissertation is 
aligned with Ingersoll’s assertion that the demand caused by teacher turnover, not merely a 
shortage in teacher supply, is the main impetus impacting school staffing. This premise is 
assumed in the aforementioned research questions and the overall orientation of the study. 
Also similar to Ingersoll’s analysis, this study examines teacher turnover from an 
organizational perspective and draws from the sociology of organizations, occupations, and 
work. It aligns with the organizational theory of labor process analysts that presents turnover as 
highly detrimental to organizations dependent on uncertain and non-routine technologies and 
production processes involving high interaction among employees (Porter, Lawler, & Hackman, 
1975). Labor analysts posit that high rates of employee turnover are indicative of underlying 
problems in an organization as well as a disruption to organizational culture and productivity. 
Further, organizational researchers have conclusively found that working conditions are highly 
related to employee turnover in an organization (Ingersoll, 2001). The most significant aspects of 
working conditions shown to impact employee turnover include the organization’s compensation 
structure, the level of administrative support, the degree of conflict and strife within the 
organization, and the degree of employee input into organizational policies (Ingersoll, 2001).  
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To add to the research on teacher turnover focusing on the individual characteristics of 
teachers that are related to attrition or persistence, this study focuses on explaining teacher 
turnover as a function of organizations. Similar to organizations which labor process analysts 
present as most sensitive to the detriments of high turnover among its employees (Ingersoll, 
2001), school districts are organizations that rely on uncertain and non-routine technologies and 
depend on a strong collegial culture among its members in order to maximize performance. It is, 
thereby, reasonable to examine teacher turnover in school districts according to the 
aforementioned organizational theories. Organizational theory pertaining to employee experience 
is less relevant to schools and teacher experience. This study, however, examines the use of years 
of teacher experience as a proxy for teacher quality, which is popular in state policy, and 
compares it to the use of teacher turnover rates. Due to the nature of this research, years of 
teacher experience will be examined according to the aforementioned organizational theories as 
well. Such an examination will allow for a comparison of teacher turnover and teacher 
experience that will further inform Mississippi policy.  
Variables of Interest 
 This study also seeks to measure the relationships that teacher turnover rates and teacher 
experience averages in school districts have with eight variables. These variables have been 
chosen in accordance with the research findings regarding the aspects of working conditions 
related to teacher turnover in organizations. As is mentioned above, organizational researchers 
find four categories of working conditions – compensation structure, level of administrative 
support, the degree of conflict and strife within the organization, and degree of employee input 
into organizational policies – to impact employee turnover (Ingersoll, 2001). This study attempts 
to measure the relationship of variables associated with three of the four identified categories to 
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teacher turnover rates in each school district in Mississippi. For comparative purposes, the study 
attempts to examine the relationship between these variables and the average years of teacher 
experience accumulated in each school district. 
 The table below shows each of the variables of interest in this study. The variables are 
grouped into the categories of factors found by organizational researchers to impact employee 
turnover. 
Table 1 
Variables of Interest in the Research Study 
Organizational 
Factors Impacting 
Employee Turnover 
Compensation 
Structure 
Level of 
Administrative 
Support 
Degree of 
Conflict and 
Strife within the 
Organization 
Degree of 
Employee Input 
into 
Organizational 
Policies 
Variables of Interest 
• District 
Teacher 
Salary 
Supplements 
 
• Principal 
Evaluation 
Ratings 
• Administrative 
Spending 
• Student 
Behavior 
• Student Racial 
and Economic 
Demographics 
• Racial 
Differences 
between 
Student Body 
and Teaching 
Body 
• Level of 
District 
Underfunding 
• District Per 
Pupil 
Expenditures 
• Differences 
Between 
White Student 
Population in 
District and 
White 
Community 
Population 
Because of 
limited 
availability of 
data, no 
variables 
studied related 
to this category 
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A more detailed description of these variables can be found in Chapter 3 of this study. Greater 
rationale behind why these variables were chosen is presented in Chapter 2. 
  
 16 
 
 
CHAPTER II 
A REVIEW OF THE LITERATURE 
Introduction 
There is a conclusive body of research establishing the relationship between measures of 
teacher quality and student achievement (Boyd et al., 2008; Hanushek & Rivkin, 2007; Heck, 
2007; Rivkin et al., 2005; Rockoff, 2004; Wright et al., 1997). Because of this, researchers have 
intensively focused on identifying the factors substantially impacting the quality of teachers. One 
emergent body of research in the era of understanding these factors has been the studies 
investigating the relationship between how many years teachers have accrued in the teaching 
profession (referred to as teacher experience) and how effective they are at impacting student 
learning on standardized assessments (referred to as student achievement). At the onset, this 
research was predicated on the recognition that teacher shortages presented great barriers to the 
establishment of a high quality teaching force. Education policymakers hypothesized the decline 
in education performance in the nation to be closely related to the decline in qualified and 
experienced teachers (National Commission on Excellence in Education, 1984), and researchers 
endeavored to bring scientific validity to the claim. However, the results of their initial research 
provided only minimal information regarding the relationship between teacher experience and 
teacher quality in terms of student achievement beyond establishing that teacher quality increases 
after a teacher has taught for three years (Rivkin et al., 2005). Moreover, little analysis was put 
into understanding the trends that were assumed to impact the decline in experienced and 
qualified teachers. Researchers generally accepted that teacher shortages were primarily the 
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result of demographic and career trends impacted by factors such as age and personal decisions 
of teachers. Nonetheless, this initial body of research had a great influence on education policies 
in numerous states throughout the United States, including Mississippi.   
In the past decade, another body of research on teacher quality has surfaced, also 
attempting to connect the quality of the teaching force to the staffing problems that accompany 
prevailing teacher shortage challenges. This research seceded from the body of work grounded in 
the assumption that teacher shortages are the result of demographic trends, and it is instead built 
on the premise that teacher turnover is at the core of the teacher shortage problem in the United 
States. This premise is based on evidence presenting an imbalance in teacher supply and demand, 
where high turnover, which may be due to unfavorable working conditions, causes teacher 
demand to become greater than teacher supply (Ingersoll, 2001). Consequently, this body of 
research draws on the theoretical foundation of organizational and labor process principles, 
which include a rich research basis and conclusive findings on the intertwined relationships 
between employee turnover and organizational productivity. More specifically, the research 
sought to uncover the role that schools as organizations play in impacting turnover among 
teachers, which was in direct contrast to more dated research studies that sought to understand 
teacher turnover in terms of individual characteristics of teachers such as age, self-efficacy, prior 
training, and personal aspirations. More recently, education researchers have also begun to 
substantiate the impact that teacher turnover has on schools and student achievement. Lastly, in 
accordance with organizational theory, researchers have attempted to determine which 
organizational components of a school have the greatest impact on teacher retention. 
In this chapter, greater insight is provided into the aforementioned two bodies of research 
to provide important context about the distinction between using measures of teacher experience 
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or teacher turnover for determining the state and wellness of a district’s teaching force. 
Additionally, a synopsis of prior research linking each variable in this study to teacher turnover 
is included in this chapter to provide justification for their inclusion in this research. 
Teacher Experience and Student Achievement 
The body of research evaluating the impact of teacher experience on student achievement 
has had mixed results, but taken together, researchers generally deduce that teachers with some 
experience are better than teachers with no experience. One of the reasons behind the mixed 
results of research on teacher experience is associated with the difficulty of conducting 
quantitative research on teacher quality. While several empirical studies corroborate the 
importance of the teacher to impacting student achievement, researchers have struggled to link 
student performance to observable teacher characteristics (Rockoff, 2004). In light of this, 
several researchers have pointed out that although variation in teacher quality may explain grave 
differences in student achievement, it is extremely difficult to measure. To mitigate this 
challenge some researchers have focused on studying teacher and student fixed effects using a 
matched student-teacher data methodology, which involves pairing student outcomes data with 
data measuring observable and fixed characteristics of corresponding teachers, also referred to as 
teacher effects. Researchers can then determine whether teacher effects have a significant effect 
on student achievement while controlling for other extraneous variables (i.e. other teacher 
characteristics, individual characteristics, school characteristics, etc.). These studies fit within a 
greater body of research, referred to as education production function studies, which more 
broadly describe research seeking to understand the relationship between school and classroom 
characteristics, student inputs, and measures of student outputs. This section includes a synopsis 
of large-scale, heavily cited, and reputable research studies on the impact that teacher experience 
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has on student achievement. Each of these studies employs the methodology typical of education 
production function studies, and results vary. 
Rockoff (2004) finds a positive causal relationship between years of teacher experience 
and elementary student reading and math achievement in his study involving over 10,000 
students and 300 teachers in two New Jersey school districts. Rockoff examines teacher and 
student fixed effects over a period of ten years. By using student longitudinal data, he is able to 
further isolate the teacher effect by taking into account student performance over multiple years 
with different teachers. He also observes teacher performance over multiple years with various 
classrooms, and this allows him to distinguish better between the teacher effect and extraneous 
factors such as class size. His findings include that one standard deviation increase in teacher 
quality, in terms of student achievement over time, yielded a 0.1 standard deviation increase in 
reading and math achievement on a standardized assessment. Additionally, he finds that students 
with teachers having ten or more years of experience had an average reading achievement score 
that is 0.17 standard deviations higher than students with beginning teachers. This difference was 
statistically significant, and it was found even after controlling for factors measuring teacher 
quality. No statistically significant difference was found between students of experienced and 
non-experienced teachers in math achievement. 
Inconsistent with previous findings from Rockoff (2004), Rivkin, et al. (2005) find that 
teacher experience has no impact on the student performance after the initial three years of a 
teacher’s career. Using longitudinal data from over 600,000 third through seventh grade students 
in three cohorts within and across 3,000 schools in Texas, they attempt to identify the 
significance of the teacher in causing student achievement and determine which teacher 
characteristics are significantly associated with positive student growth. A unique aspect of this 
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research design is that it controls for the contamination that might occur in smaller-scale studies 
affected by student selection or teacher assignment practices prevalent in public schools. Such 
practices, they argue, might misleadingly cause a stronger teacher effect, when not controlled 
for. Additionally, Rivkin et al. measure teacher quality in terms of annual student growth on 
statewide standardized reading and math exams rather than proficiency rates, which better 
controls for student prior knowledge and more accurately reflects the impact the teacher has on 
student learning. With these important changes in methodology, they built on the prior education 
production function research measuring the impact of the teacher and found that differences in 
teacher performance significantly explain differences in student growth within schools. In other 
words, teachers who produced student gains in prior years had significantly greater gains than 
their counterparts who did not produce gains, even within the same school.  While Rivkin et al. 
use this finding to conclude that improving teacher quality is important for raising student 
achievement, their findings provide little insight into identifying the observable characteristics 
that are related to teacher quality. They find no significant relationship between teachers having 
a master’s degree and their abilities to increase student learning. Additionally, they find that 
teachers increase in quality significantly after their first, second, and third years of teaching, but 
there is no evidence that increasing teacher experience after year three leads to an increase in 
student learning. This finding is aligned with the research of Clotfelter, Ladd, and Vigdor (2006) 
who found that the quality of teachers, in terms of impacting student growth, plateaus after 
gaining three to five years of experience. 
In a study that included longitudinal data from over 117 school districts in North 
Carolina, Clotfelter et al. (2006), found evidence of across- and within-school sorting of 
teachers. In their study examining the effects of teacher characteristics on student achievement, 
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they found that teachers with higher qualifications, in terms of credentials and experience, were 
more likely to be employed in schools with lower populations of disadvantaged students. 
Additionally, they found that within schools, higher-qualified teachers were more likely to be 
matched with higher-performing students, relative to their respective counterparts. They question 
whether prior research findings linking teacher quality to student achievement might be biased 
due to the way teachers are matched with students. If, for instance, higher quality teachers resist 
being assigned lower performing students, the resulting data would be skewed upward. To 
control for this, they use a sample that only includes schools where students are evenly 
distributed across classrooms by performance level. They find that students benefit by one-tenth 
of a standard deviation on reading and math test scores by having a teacher with at least three 
years of experience. This teacher experience effect was the strongest effect they found, with a 
greater impact than advanced degrees, teacher licensure test scores, National Board certification 
at the elementary level, and class size. However, as mentioned above, their findings include that, 
on average, the student gains attributed to teacher experience do not increase after the third year.  
In light of these findings, researchers, such as those at the Center for Analysis of 
Longitudinal Data in Education Research (CALDER), agree that attaining early career 
experience is important in impacting teacher effectiveness; however, because gaps in teacher 
effectiveness still exist among experienced teachers, they warn against policy proposals that 
focus solely on increasing the number of experienced teachers in schools (Rice, 2010). CALDER 
instead recommends identifying retention strategies that focus on developing veteran teachers, 
citing teacher sorting trends in which effective teachers leave low-performing schools for high-
performing schools. Such trends call attention to the complexities regarding the state of teacher 
quality, especially in low-performing school systems which may suffer from having a revolving 
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door of inexperienced teachers while serving as a training camp for higher performing systems. 
In such a scenario, the issue of teacher turnover is highlighted as a significant barrier to 
positively impacting the quality of teachers in a school system. In the next section, research on 
the relationship between teacher turnover and student achievement is presented, which allows for 
contrasting the relationship between teacher experience and teacher turnover in terms of its 
significance to the measurement of teacher quality in a system. 
Teacher Turnover and Student Achievement 
Compared to the research on teacher experience and student achievement, the body of 
research examining the impact of teacher turnover on student achievement is relatively small and 
new; however the findings have been more conclusive in supporting the negative relationship 
between teacher turnover rates and school performance. To date, there have been numerous 
studies evaluating the relationship between teacher turnover and student achievement (Guin, 
2004; Boyd, Lankford, Loeb, & Wyckoff, 2005; Hanushek et al., 1999). These studies have all 
supported the notion that a correlational relationship exists between teacher turnover rates and 
school performance in which student achievement scores decrease as teacher turnover rates 
increase. These correlations, however, are non-directional; they do not provide appropriate 
evidence to determine whether teacher turnover causes or predicts a decline in student 
achievement or if low student achievement is an impetus for increasing teacher turnover rates. 
The research Ronfeldt, Loeb, and Wyckoff (2013) represents one of the only large-scale, 
quantitative studies that finds a directional relationship between the two variables, where high 
teacher turnover was found to be a predictor of student achievement. In this section, each of the 
aforementioned studies is summarized in greater detail. In reviewing the research studies 
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presented in this section, the reader will begin to understand the importance of considering 
teacher turnover rates in assessments of the state of teacher quality in school systems. 
Hanushek, Rivkin, and Kain (1999) attempted to determine whether teacher pay could 
predict teacher mobility in all school districts across Texas from 1993 – 1996. In their two part 
empirical analysis, they first study the relationship among mobility, district pay, and other 
district characteristics, including average student achievement scores on third through eight 
grade standardized reading and math assessments and district percentages of low income, Black, 
and Hispanic students. In this initial analysis, they attempt to gain insight into the types of 
preferences that teachers have by examining how they move across different types of schools and 
student populations. They found that the most dramatic differences in school transition rates 
were related to student achievement. The highest performing schools, with average student 
achievement scores in the top quartile, had a turnover rate of less than 20%, while the schools 
with scores in the lowest quartile had teacher turnover rates of over 25%. Additionally, they 
found higher average student achievement to be significantly related to lower teacher turnover 
rates at all levels of experience. 
Guin (2004) echoed these findings in her mixed-methods study of elementary schools 
experiencing chronic teacher turnover in an urban school district. In the quantitative portion of 
the study, she sought to identify school characteristics that had strong and significant correlations 
with teacher turnover rates. With a sample of 70 elementary schools in a large urban district, she 
found a significant negative correlational relationship between student achievement on both 
reading and math assessments and teacher turnover. In other words, as student achievement 
decreased, teacher turnover rates increased. The qualitative portion of the study included case 
study analyses of five of the 70 schools in the sample. Findings from the case studies revealed 
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that teacher turnover had many negative impacts on school culture, including disruptions to 
professional development routines, instructional planning and implementation, staff collegiality, 
and general daily routines due to unexpected vacancies. 
Boyd, Lankford, Loeb, and Wyckoff (2005) also found a significant negative 
correlational relationship between teacher turnover rates and student achievement in their 
district-wide study of turnover among New York City teachers in public schools. In addition, 
they found that teachers scoring highest on the teacher certification exam were more likely to 
quit or transfer to a different school if they taught in a low-achieving school. For example, they 
cite that 20 percent of teachers scoring in the top quartile on the teacher certification exam left 
high-achieving schools in one year compared to 34 percent of top-scoring teachers in low-
achieving schools. In comparison, 14 percent of teachers scoring in the lowest quartile on the 
exam left high-achieving schools, while 17 percent leave low-achieving schools. Because teacher 
certification scores do not predict teacher performance, they warn against using these findings to 
conclude that high quality teachers are more likely to leave schools. Rather, they used the 
findings in this study to make further inquiries about the relationship between teacher turnover 
and organizational effectiveness. Much like the other authors presented in this section, they 
ultimately posit that their correlational findings provide no insight into whether teacher turnover 
rates can predict or cause a change in student achievement scores. Only recently, within in the 
last five years, has a large-scale study finding a directional relationship between the two 
variables been published (Ronfeldt, Loeb, and Wyckoff, 2013). 
Ronfeldt et al. (2013) sought to determine whether teacher turnover in fact had a causal 
relationship to student achievement. There were three theoretical phenomena in teacher quality 
research that spurred their thinking. First, in addition to the aforementioned limitations of 
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correlational findings to assess whether there is a directional relationship between teacher 
turnover and student achievement, prior research designs failed to eliminate the possibility of an 
intervening variable impacting both high teacher turnover and low student achievement. 
Secondly, a body of research emerged indicating that the most effective teachers were more 
likely to persist in schools (Boyd et al., 2011; Gross & Player, 2007; Hanushek & Rivkin, 2010), 
which served as the basis for the assertion that teacher attrition can be beneficial to schools if 
leaving teachers are replaced with more effective ones. Lastly, a separate body of research 
highlighted the negative impact that teacher turnover has on school culture, implying that 
turnover affects student achievement through a relationship with culture (Bryk & Schneider, 
2002; Hanselman, Grigg, Bruch, & Gamoran, 2011). In light of these phenomena, Ronfeldt et al. 
designed a study to determine the average effect of teacher turnover on student achievement, 
controlling for intervening variables such as poverty and seeking to explain a directional 
relationship between the two variables. 
Using New York City and New York State Department of Education administrative data, 
Ronfeldt et al. (2013) linked 850,000 observations of fourth and fifth grade student reading and 
mathematics test data from 2001-2002 to 2009-2010 to corresponding student, class, school, and 
teacher characteristics. The study was designed to detect the effects of teacher turnover from one 
grade-level to another by school for each year observed. The rich data set and research design 
allowed for the researchers to effectively capture the true effects caused by teacher turnover. 
They reasoned that high turnover among sixth grade teachers would likely not have an impact on 
fourth grade students in the following year; examining turnover by grade level for each school 
accounts for this and more accurately pinpoints the impact of turnover. Additionally, observing 
turnover data by school, grade-level, and year allowed the researchers to adjust for school 
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factors, such as principal turnover, that might have otherwise impacted student achievement and 
teacher turnover if not controlled for. Using regression models, Ronfeldt et al. examined whether 
students in the same grade-level at the same school had better or worse test score gains in a given 
year compared to other years when the teacher turnover rate was lower or higher. They control 
for prior student achievement as well as student, class, school, grade, and teacher characteristics, 
and they find that teacher turnover is a significant predictor of student achievement in math and 
reading, even after controlling for teacher performance. Specifically, in years in which turnover 
increased by one standard deviation, math achievement decreased by two percent of a standard 
deviation while reading achievement decreased by six percent of a standard deviation. They 
found that schools stand to benefit from reducing teacher turnover; teacher turnover, they 
posited, creates a disruptive effect in a school setting that is not mitigated by replacing low-
performing teachers with higher-performing ones. The negative effects of teacher turnover they 
discovered remain statistically significant even after controlling for the leaving teacher’s prior 
effectiveness. Lastly, they presented that the effects of turnover even impact the students of 
teachers who stay in a school, which more clearly demonstrates the pervasive and disruptive 
impact that teacher turnover has on schools. 
Taken together, the Ronfeldt et al. study and the aforementioned correlational studies 
have findings that build on each other, asserting that teacher turnover is negatively related to 
student achievement. Any reviewer of the research on teacher turnover and student achievement 
can point out that examining teacher turnover rates is especially important in assessing the health 
of a school or a school system, but may wonder how to design solutions to address turnover 
problems. While the conclusive findings of Ronfeldt et al. (2013) include rich empirical data 
highlighting the negative impact of teacher turnover on student achievement, it does not provide 
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a clear mechanism for why or how turnover harms students, though it certainly provides enough 
insight for speculation. The authors of the study point to mechanisms which all involve 
organizational culture as a mediating factor. In the next section of this chapter, studies examining 
factors associated with teacher turnover are explored from an organizational perspective using 
the theoretical orientation of labor process analysts. 
Factors Impacting Teacher Turnover 
Borman and Dowling (2008) conducted a meta-analysis of a total 38 quantitative studies, 
each of which sought to identify the factors that moderate teacher attrition outcomes. Taken 
together these 38 studies represent the entire universe of high-quality empirical research on 
teacher attrition and retention, and they allowed the researchers to investigate the impact of 63 
different factors on teacher attrition. It is important to note that Borman and Dowling were 
interested in studying teacher attrition, which they define only as voluntary quits among teachers 
in schools; they chose not to include teachers who retire in their definition. Teacher attrition, as 
they have defined it, differs from teacher turnover in that it does not include district-mandated 
transfers and other involuntary movement of teachers between schools or out of the profession. 
Based on their research, they found that personal characteristics of teachers, which include their 
backgrounds and qualification, are significant predictors of attrition; they also found 
characteristics of schools to be equally as significant in predicting attrition rates among teachers. 
These school characteristics mainly include factors pertaining to working conditions and 
organizational barriers, such as salaries, administrative support, opportunities to collaborate with 
colleagues, school resources, and opportunities for shared leadership and decision-making. 
Borman and Dowling (2008) provided that any conceptualization of teacher attrition and 
retention issues must consider both teacher demographic characteristics as well as school and 
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organizational characteristics as important moderating factors. However, because school and 
organizational factors are more amenable to change, they should be the main focus of education 
leaders and policymakers who wish to alleviate teacher attrition. 
The discovery of organizational factors as moderating variables to the relationship 
between teacher attrition and student achievement have impelled educational researchers to turn 
to organizational and economic labor market theories to conceptualize teacher turnover and 
retention trends in schools. Guarino, Santibanez, and Daley (2006) used such theories in a review 
of empirical literature on teacher retention. In the review of 46 studies published after the year 
1990, the researchers used the economic labor market theory of supply and demand as a 
framework by which to understand the significance of the findings from each of the studies they 
review. Similar to the Borman and Dowling (2008) meta-analysis, their research questions were 
targeted at understanding the impact of both personal teacher characteristics as well as school 
and district factors on teacher retention. They posited that from a labor market theoretical 
perspective, teacher retention, and thereby turnover, is driven by a basic economic principle: 
“Individuals will… remain teachers if teaching represents the most attractive activity to pursue 
among activities available to them.” (Guarino et al., 2006, p. 175) Guarino et al. (2006) 
explained that attractive means “desirable in terms of ease of entry and overall compensation 
(salary, benefits, working conditions, and personal satisfaction)” (p. 175). In their literature 
review, they used this tenet to analyze studies measuring the relationship between the 
aforementioned elements of compensation to teacher retention and/or recruitment rates in 
schools. In approaching the analysis in this way, they are able to present a compelling case for 
how satisfactory compensation, including salary, benefits, working conditions, and personal 
satisfaction, positively impacts teacher retention. 
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While Guarino et al. (2006) conducted an analysis at the teacher level – presenting an 
understanding of how compensation impacts teacher decisions made regarding staying or leaving 
schools, – Ingersoll (2001) concentrates on understanding turnover at the organizational level. 
Focusing solely on organizational theory to analyze phenomena in teacher turnover research, 
Ingersoll (2001) bases his analysis on three general inter-related premises from the sociology of 
organizations, occupations, and work, which are: (1) “understanding employee turnover is 
important because of its link to the performance and effectiveness of organizations” (Ingersoll, 
2001, p. 504);  (2) “fully understanding turnover requires examining it at the level of the 
organization” (Ingersoll, 2001, p. 504); and (3) “fully understanding turnover requires examining 
character and conditions of the organizations within which employees work” (Ingersoll, 2001, p. 
504).  He further uses the perspective of labor process analysts to point out that organizations 
requiring non-routine production processes, like schools, are especially vulnerable to employee 
turnover because such organizations are highly dependent on cohesion, which is threatened by 
disruptions that turnover can cause. According to Ingersoll’s (2001) analysis, there are four 
categories of factors found to impact employee turnover among organizational researchers. They 
are: (1) the financial compensation structure, (2) the level of administrative support, (3) the 
degree of conflict and strife within the organization, and (4) the degree of employee input into 
organizational policies. In the final section of this chapter, a brief summary of the research 
findings pertaining to factors aligned to these four categories and their relationship to teacher 
turnover is provided.  
Organizational Factors Impacting Teacher Turnover 
Many researchers have strived to understand the organizational factors that impact 
teacher turnover in schools. This section includes a review of the research closely related to the 
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organizational factors that are examined in this paper. These organizational factors fall into each 
of the four categories that Ingersoll (2001) identified as impacting employee turnover according 
to organizational and labor market theories. The section is divided into four parts according to 
the categories: compensation structure, administrative support, conflict and strife within the 
organization, and the degree of employee input into organizational policies. A brief synopsis of 
the research findings pertaining to factors related to the aforementioned categories is included in 
each subsection. These synopses ultimately provide a justification for why each of the variables 
in this study was chosen. A detailed list of the variables can be found in Chapter 3 of this paper. 
Compensation structure. Hanushek, Kain, and Rivkin (1999) studied the relationship 
between teacher salaries and teacher mobility in Texas. Using a dataset including information on 
all teachers in the state from 1993 to 1996, they sought to determine the impact that changes in 
salaries had on teachers who moved from one district to the next. In their findings, they 
discovered that salaries explained only a small part of the teacher mobility rates in Texas. 
Teacher mobility was most strongly associated with teachers leaving high poverty, high minority 
schools for schools with low poverty and a low percentage of minority students. Black teachers 
were the exception to this trend; they were most likely to migrate to schools with a high 
percentage of Black students. They concluded that salaries do appear to significantly influence 
teacher mobility, but to a much lesser extent than characteristics of students. However, a review 
of the empirical research on teacher recruitment and retention completed by Guarino et al. (2006) 
highlights just how significant teacher salaries are in impacting teacher mobility patterns. In their 
review of 46 of the most recent, large-scale studies on factors that impact teacher retention, they 
found 15 studies citing an inverse relationship between teacher salary increases and attrition. 
Clotfelter, Glennie, Ladd, & Vigdor (2008), however, discovered an important nuance to the 
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relationship. In their study, they questioned whether monetary incentives in the forms of $1800 
annual bonuses might positively impact teacher retention in low-performing and/or high-poverty 
schools in North Carolina. They found the impact of the bonuses to be statistically insignificant, 
and they speculated that the amount of the bonus was too small to influence the decisions of the 
targeted teachers. This finding indicates there may be a threshold amount for monetary 
incentives which must be exceeded in order to make an impact on teacher retention. 
Administrative support. In their literature review, Guarino et al. (2006) highlight many 
studies finding a positive relationship between administrative support and teacher retention. 
These studies used a variety of variables serving as proxies for administrative support. Many 
researchers have explored the relationship between administrative support and teacher retention 
using the Schools and Staffing Surveys and Teacher Follow-Up Surveys, which regularly collect 
opinions on working conditions from a large national sample of teachers. Using the self-reported 
data, Ingersoll (2001) found schools providing satisfactory administrative support had a 
significantly lower rate of teacher attrition than schools that did not. Secondly, Weiss (1999) 
found that a positive perception of school leadership was a significant predictor of first-year 
teachers’ intentions to remain in the teaching profession. Lastly, Shen (1997) found teachers who 
stayed in the same schools from 1991 – 1992 to be more likely than those who left to perceive 
that administrators understood their problems. After reviewing over 12 studies on administrative 
support and teacher retention, Guarino et al. (2006) presented that research supports a positive 
relationship between satisfactory administrative support and teacher retention. 
Grissom (2011) used the 2003-2004 and 2004-2005 Schools and Staffing Survey data to 
specifically determine whether principal performance ratings from teachers can significantly 
explain the rate of teacher retention in schools. Aggregating the teacher ratings of principals on 
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six survey items, he assigned each principal an effectiveness score. Then, he used regression 
modeling to determine whether effectiveness scores could predict teacher retention rates. 
Aligned to the findings presented in the Guarino et al. (2006) research review, Grissom found 
that as the effectiveness scores of principals increased, the teacher attrition rates decreased in 
their schools.  
Conflict and strife within the organization. Organizational conflict is defined as a state 
of discord that is caused by the actual or perceived opposition of needs, values, and interests 
between people who work together (Johnson, 1976). This conflict can take on many forms, and it 
is most often caused by struggles over control, status, and scarce resources (Johnson, 1976). In 
schools, organizational conflict arises when the needs of a group are left unmet (Ingersoll, 2001). 
One example is when there are insufficient resources available to students who need additional 
interventions (i.e. students in poverty, students with special needs, English language learners, 
etc.). Another example is when teachers feel unprepared to serve struggling students or to resolve 
disciplinary issues. Several researchers have attempted to capture the conflict and strife existing 
within schools and measure its impact on teacher turnover. A brief synopsis of the findings from 
some of the most widely cited studies on teacher turnover is included in this subsection. 
Student demographics. Several studies found strong and negative relationships between 
teacher retention rates and the percentage of low-income and minority students in schools 
(Achinstein, Ogawa, & Sexton, 2010; Guin, 2004; Hanushek, Kain, & Rivkin, 2004; Lankford, 
Loeb, and Wyckoff, 2002; Scafidi, Sjoquist, & Stinebrickner, 2005; Loeb, Darling-Hammond, & 
Luczak, 2009). Lankford, Loeb, and Wyckoff (2002) and Hanushek, Kain, and Rivkin (2004) 
found that teachers in Texas were more likely to leave schools with low test scores, high 
proportions of low-income students, or high percentages of minority students. Analyzing the 
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same dataset, Scafidi, Sjoquist, and Stinebrickner (2005) found that though all of these school 
types experienced greater turnover than higher performing schools with less low-income and 
minority students, students with large percentages of Black students experienced the highest 
teacher attrition rates. On average, teachers in schools with a majority of students of color were 
three times more likely to leave than teachers in schools with a majority of White students 
(Achinstein et al, 2010). In their literature review, Achinstein et al. (2010) cite several studies 
that corroborate these findings; however, they provide that other research supports a relationship 
between student characteristics and teacher attrition through intervening variables, such as 
working conditions. This sentiment is echoed by Simon and Johnson (2015), who analyzed 
several studies involving the relationship between teacher turnover and student characteristics 
and posited that “teachers who leave high poverty schools are not fleeing their students. Rather 
they are fleeing the poor working conditions that make it difficult for them to teach and for their 
students to learn” (p. 1).  
Non-salary financial resources. Loeb, Darling-Hammond, and Luczak (2009) conducted 
a study to determine whether variables related to the condition of schools could predict teacher 
turnover in the state of California. Using phone survey data from over 1,000 California teachers, 
Loeb et al. (2009) found several strong predictors of teacher turnover related to the school 
conditions including the state of school facilities, the availability of textbooks and technology, 
and the size of classes. Each of these factors, they state, are related to schools being under-
resourced. Further, they also find that student racial and economic characteristics are strong 
predictors of teacher turnover; however, when variables associated with school conditions were 
entered into the regression model, the influence of student characteristics was substantially 
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reduced. They interpret this mean that school conditions play an important role in mediating the 
relationship between student characteristics and teacher turnover.  
Student behavior. Student behavior has a significant impact on whether teachers are 
satisfied with their working conditions, and it ultimately impacts their decision to leave schools 
(Simon & Johnson, 2015). Ingersoll (2001) found that student discipline problems in a school 
increased the likelihood of teacher turnover through analyzing the national 1990-1991 Schools 
and Staffing Survey (SASS) and 1991-1992 Teacher Follow-Up Survey. Additionally, 
Allensworth, Ponisciak, and Mazzeo (2009) studied the factors that caused teachers in Chicago 
Public Schools to leave schools and found student behavioral problems to be one of the most 
significant factors related to a teacher turnover. They added that “teachers were more likely to 
stay at schools where students felt safe, and where students report that their classroom peers 
engage in appropriate classroom behavior” (Allensworth et al., 2009, p. 27). 
Racial differences between student body and teaching body. Hanushek et al. (1999) 
noticed an interesting phenomenon in teacher mobility trends among Texas teachers: Overall, 
teachers moved from schools with high percentages of minority students to schools with lower 
percentages of minority students; however, Black teachers tended to move to schools with higher 
percentages of Black students than the schools they left. Achinstein et al. (2010) conducted a 
literature review of over 70 studies, examining the research on retention and turnover of teachers 
of color. In concordance with the findings of Hanushek et al. (1999), they find that teachers of 
color are more likely than Whites to work and remain in schools with high percentages of 
minority students across several studies. In their review of the research, they gathered that 
teachers of color are more likely to be retained due to three reasons. First there are “innovative 
approaches in the professional preparation of teachers of color,” (Achinstein et al., 2010, p. 96). 
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Secondly they found evidence that teachers of color to possessed “humanistic commitments” (p. 
95), to their work, which means that teachers of color view the work as an opportunity to impact 
change in the communities with which they identify. Lastly, they found that teachers of color 
have a greater amount of social and cultural capital in schools where the student and teaching 
body reflected their racial or cultural identity. 
The degree of employee input into organizational policies. Ingersoll (2001) analyzed 
the national SASS data from 1990-1991 and found that schools where teachers reported having 
greater autonomy and influence had significantly lower levels of teacher attrition. Additionally, 
in their literature review, Guarino et al. (2006) cite many studies that find a positive relationship 
between teacher decision-making opportunities and teacher retention. One such study was 
conducted by Shen in 1997, who also used SASS data from 1990-1991. Shen found a positive 
relationship between teachers who stayed in the same school from 1991 to 1992 and the level to 
which they perceived they had influence over school and teaching policies (as cited in Guarino et 
al, 2006). 
Conclusion 
 The findings from large-scale studies presented in Chapter 2 justify the research 
questions posed in this study.  Comparing the body of research on teacher experience to the 
research on teacher turnover in regards to the overall impact on student achievement supports 
questions that seek a nuanced understanding of teacher quality and how teacher retention plays a 
role in education reform. The presentation of theoretical frameworks from organizational and 
labor process researchers and research findings aligned with factors leading to employee 
turnover support questions that seek to provide insight into why teacher retention trends occur as 
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they do. In Chapter 3, the methodology, which includes the data collection methods, hypotheses, 
and statistical analyses used in this study, presents how each research question will be addressed.   
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CHAPTER III 
METHODOLOGY 
As mentioned in chapter one of this dissertation, this study seeks to understand the 
relationship that teacher turnover and teacher experience has on student achievement in 
Mississippi school districts, to determine whether teacher turnover has a significantly different 
impact on student achievement than teacher experience and to identify the organizational factors 
that can predict teacher turnover rates. Specifically, through statistical analyses involving 
correlations and multiple regressions, this study will strive to answer the following questions: 
1. Is there a relationship between teacher turnover and student achievement among 
Mississippi school districts?  
2. Is there a relationship between teacher experience and student achievement among 
Mississippi school districts? 
3. Is there a relationship between teacher experience and teacher turnover across 
Mississippi school districts? 
4. Is there a relationship between organizational variables (teacher salary supplements, 
principal evaluation ratings, school administrative spending, district per pupil 
expenditures, student suspension rates, percentage of minority and low-income 
students, level of school district underfunding, the degree to which a district’s white 
student population percentage differs from the county’s white population where the 
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school is located, and the degree to which the race of the teaching force and student 
body differs) and high teacher turnover in Mississippi school districts?  
5. Is there a relationship between organizational variables (teacher salary supplements, 
principal evaluation ratings, school administrative spending, district per pupil 
expenditures, student suspension rates, percentage of minority and low-income 
students, level of school district underfunding, the degree to which a district’s white 
student population percentage differs from the county’s white population where the 
school is located, and the degree to which the race of the teaching force and student 
body differs) and low teacher experience averages in Mississippi school districts?  
Population 
 This study uses data from collected from each of the 142 public school districts in 
Mississippi. Agricultural schools and charter schools in Mississippi are not included in this 
study. Additionally, data from the state’s selective enrollment boarding schools is not included. 
In the Part I of this study, three school districts – Corinth, Starkville-Oktibbeha, and West Point 
Consolidated – were not included in the analyses due to the unavailability of accountability data 
or teacher turnover data. The Corinth School District was awarded the status of District of 
Innovation by the Mississippi Department of Education (MDE) and thereby exempt from 
receiving an accountability rating. In addition, the MDE does not publish any accountability 
data, including student growth and proficiency rates on state exams, for districts of innovation. 
The Starkville-Oktibbeha Consolidated School District and the West Point Consolidated School 
District were newly established in the 2015-2016 school year, when the Starkville and Oktibbeha 
School Districts were consolidated and the West Point and Clay County school districts were 
consolidated. Because they were newly established, MDE did not report teacher turnover data for 
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the 2015-2016 school year. In Part II of this study, no school districts were excluded from the 
analyses, though a small number of school districts had incomplete datasets.   
Data Collection 
 The Mississippi Department of Education (MDE) annually collects teacher and student 
demographic data, district-level student suspension data, teacher and principal evaluation data, 
district-level financial expenditure data, and data on teacher and principal turnover. Additionally, 
the state requires each district to administer the Mississippi Academic Assessment Program 
(MAAP), which allows for the measurement of reading and math proficiency and growth in third 
through eighth grades, Algebra I and English II. Data used to conduct this study is the most up-
to-date information available, and was provided by the MDE through public records requests. 
Additionally, all data used in the study is collected by MDE at the district level. For part one of 
the study, student achievement data is from the 2016-2017 school year, and teacher turnover data 
is an average of turnover rates from the 2013-2014, 2014-2015, and 2015-2016 school years. In 
addition, teacher experience data in part one is an average of the average years of teacher 
experience in a district from the 2013-2014, 2014-2015, and 2015-2016 school years. In part two 
of the study, teacher turnover and teacher experience data is from the 2016-2017 school year; all 
other data is from the 2015-2016 school year. 
 Only one variable in this study involved data not provided by the MDE. This variable, the 
community racial differences index, involved the percentages of white residents in a county. The 
percentage of white residents in the county where each school district is located was collected 
through publicly available United States census data online (2016). 
 Prior to collecting any data for this research, an application for protocol review was 
submitted to the Institutional Review Board (IRB) at the University of Mississippi Office of 
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Research and Sponsored Programs. The IRB issued an exemption from protocol review on 
January, 22, 2018 for this study. 
Variables Used in the Study 
 As mentioned in chapter one, the purpose of this study is two-fold. First, it seeks to 
understand the relationship between teacher turnover, teacher experience, and student 
achievement in Mississippi school districts. In part one of the study, the dependent variables are 
the student achievement measures of math proficiency, reading proficiency, math growth, and 
reading growth, while district teacher turnover rates and average years of teacher experience are 
the independent variables. In part two of the study, the relationship between teacher turnover and 
ten variables related to organizational factors is examined. Teacher turnover and teacher 
experience are dependent variables in part two of the study, while the ten variables related to 
organizational factors are independent variables. Following, details about each of the variables 
used in this study are presented. 
 Student achievement. A total of four student achievement variables were defined in this 
study. Two variables represent the proficiency rates of students in reading and math on the 2016-
2017 MAAP exams. The remaining two variables represent the number of students who grew at 
least one performance level on the MAAP reading exam and MAAP math exam from one year to 
the next. Student growth is considered to occur if a student progressed in performance levels 
from year to year (i.e. moving from basic level to passing level) or if proficient or advanced 
students remained in the same performance level from year to year (i.e. being proficient in fifth 
grade and being proficient in sixth grade).  The reading and math MAAP exam is given to all 
Mississippi students in third through eighth grades. Additionally, high school students take the 
Algebra I and English II MAAP exams. 
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 Teacher turnover. MDE collects teacher turnover data from each district on an annual 
basis. In part one of this study, teacher turnover is an independent variable, as this part of the 
study is designed to analyze the relationship between teacher turnover and student achievement 
in the following year. The teacher turnover variable in part one of the study represents the 
average of the rates at which teachers left each district in the years 2013-2014, 2014-2015, and 
2015-2016. In one instance where the Sunflower County Consolidated School District did not 
have three years of teacher turnover data available due to consolidation, the teacher turnover data 
from 2015-2016 was used in lieu of a three-year average. This variable is labeled 
TURNOVER3YR throughout the analyses in this study. 
 In part two of this study, teacher turnover is a dependent variable, as this part of the study 
is designed to study the relationship between the organizational factors and teacher turnover in 
the following year. The teacher turnover variable in part two of the study represents the 
percentage of teachers not returning to each district for the 2016-2017 school year. This variable 
is labeled TURNOVER16 throughout the analyses in this study. 
 Teacher experience. The teacher experience variable represents an average of the 
number of years of experience of all teachers in each district. This information is collected by the 
MDE. In part one of this study, teacher experience is an independent variable, as this part of the 
study is designed to analyze the relationship between districts’ average years of teacher 
experience and student achievement in the following year. The teacher experience variable in 
part one of the study represents the averages of the average years of experience among all 
teachers in the district in the years 2013-2014, 2014-2015, and 2015-2016. In one instance where 
the Sunflower County Consolidated School District did not have three years of teacher 
experience data available due to consolidation, the teacher experience data from 2015-2016 was 
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used in lieu of a three-year average. The teacher experience variable in part one of this study is 
labeled TEACHEREXP3YR. 
 In part two of this study, teacher experience is a dependent variable, as this part of the 
study is designed to study the relationship between organizational factors and average years of 
teacher experience in the following year. The teacher experience variable in part two of the study 
represents average years of experience among all teachers in each district in the 2016-2017 
school year. In part two of this study the teacher experience variable is labeled 
TEACHEREXP16. 
Variables related to organizational factors. The following variables are those 
associated with organizational factors. They are independent variables that will be used in 
regression analyses to determine whether they can predict teacher turnover rates or teacher 
experience averages. The inclusion of each variable below is justified by its relationship to the 
aspects of work environments found by organizational researchers to impact employee turnover. 
In Chapter 2 of this study, synopses of the research findings pertaining to most of the variables 
below can be found, which further provide justification for their inclusion in this research. Two 
variables, administrative spending and the community racial differences index, were not found to 
have a relationship to teacher turnover through research; however, they are included in this study 
due to their relevance to the organizational factors and to explore their impact. Specific details 
about each variable related to organizational factors are included below. Variables are grouped 
into categories respective to the organizational factor identified by researchers to impact 
employee turnover. These categories are compensation structure, level of administrative support, 
and degree of conflict and strife. 
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Compensation structure. Mississippi teachers are paid, at minimum, the amount 
mandated by the state teacher salary schedule according to the years of experience accumulated 
and credentials acquired. School districts are at liberty to supplement teacher salaries using 
discretionary funding. The amount of these supplements varies by district. In this study, the 
impact of district compensation structure is measured by how districts have altered the state-wide 
teacher salary schedule using salary supplements. A description of this variable follows. 
Teacher salary supplements. The teacher salary variable, SALARYSUPP, represents the 
average salary supplement that districts provide to level A teachers above the base amount 
mandated by the state salary schedule. According to the state teacher licensure categories, 
teachers with level A certification are licensed teachers holding bachelor’s degrees. Teachers 
progress in certification levels if they gain advanced degrees in education. Salary supplements 
offered to teachers with level AA through AAAA certifications are not considered in this study, 
since most teachers in Mississippi hold a level A certification. 
 Level of administrative support. Level of administrative support is measured by variables 
that are indirectly related to administrative capacity in districts. In lieu of direct measures of how 
well teachers feel supported by administrators (e.g. self-reported survey responses), this study 
uses data that provides insight into the aptitude of school administrators to provide effective 
support to teachers (e.g. principal evaluation ratings) and measures the district’s financial 
investment in its administration (e.g. administrative spending). A description of these variables 
follow. 
Principal evaluation ratings. All principals of traditional, alternative, and career and 
technical school programs in Mississippi school districts were rated in 2015-2016 according to 
the Mississippi Principal Evaluation System (MPES) on a scale of one to four, with one 
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representing least effective and four representing most effective. The MPES rating is based on 
student performance on the MAAP assessment at the principal’s school as well as input from 
superintendents and teachers regarding principal performance and leadership abilities. The 
principal ratings variable, EFFECTIVEMPES, represents the percentage of principals in each 
district rated in levels three or four. 
 School administrative spending. School districts are required to report all expenditures to 
the MDE. The MDE requires all expenditures to be coded according to standardized functions. 
According to the Financial Accounting Manual for Mississippi School Districts (Mississippi 
Department of Education, 2002), all expenditures coded in section 2400 should be funds to 
support school administration expenses. These expenses include: school administrative salaries, 
benefits, properties, and supplies. Additionally, they include professional and technical services 
purchased to support school administration. Lastly, they include purchases that can be classified 
as “other objects” or “other uses of funds” (Mississippi Department of Education, 2002, p. E-15). 
The administrative spending variable, ADMINSPENDING, represents the school administrative 
funds spent by districts in the 2400 section. This variable does not account for district 
administration expenditures, which are coded under a different function for general 
administration spending (Mississippi Department of Education, 2002). 
 Conflict and strife within the organization. As mentioned above, organizational conflict 
is defined as a state of discord that is caused by the actual or perceived opposition of needs, 
values, and interests between people who work together (Johnson, 1976). In schools, 
organizational conflict occurs when the needs of a group are left unmet (Ingersoll, 2001). This 
study uses variables associated with the unmet needs of school stakeholders as well as variables 
associated with high-conflict working conditions to approach the measurement of organizational 
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conflict. Schools are often ill-equipped to meet the needs of high-poverty and high-minority 
schools (Simon & Johnson, 2015). Research suggests that teachers who differ in race from the 
majority of their students may often have unmet needs, as they have been found to leave at more 
frequent rates than their counterparts who share similar racial backgrounds to the student body 
(Achinstein, 2010). Accounting for these occurrences of unmet needs, the student race, student 
socio-economic status, and racial differences index variable are included this study. Poor student 
behavior and ill-resourced schools may generate high-conflict and poor working environments 
for teachers; hence, the student behavior, district underfunding, and per pupil expenditure 
variables are included. Lastly, housing and school racial segregation patterns may present 
challenges to teachers that they are ill-equipped to face. The community racial differences index 
variable explores how racial segregation might impact teacher turnover rates in districts. Each of 
these variables is described below in further detail. 
Student behavior. The student behavior variable, STUDBEH, represents the percentage 
of student suspensions occurring in a district over a one-year period in 2015-2016. This 
information is collected by the MDE. 
 Student race. The student race variable, STUDRACE, represents the percentage of 
students who identified as non-White in 2015-2016 in each district. This information is collected 
by the MDE. 
 Student socio-economic status. The student socio-economic status variable, STUDPOV, 
represents the percentage of students who received free or reduced lunch in 2015-2016 in each 
district. This information is collected by the MDE. 
 Racial differences between student body and teaching force. The racial differences index 
variable, RACEINDEX, is constructed by subtracting the percentage of non-White teachers in a 
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district from the percentage of non-White students in a district. An index value of zero indicates 
that a district environment has a teaching body that perfectly reflects the student body in terms of 
minority status. As the index value increases or decreases in either the positive or negative 
direction, the differences between the student body and teaching body also increase in terms of 
racial makeup. A positive difference indicates a higher percentage of non-White students in the 
student body than non-White teachers among the district’s teachers. A negative difference 
indicates a higher percentage of non-White teachers among the district’s teachers than non-White 
students in the student body. The index calculation is as follows:  𝑁𝑜𝑛𝑊ℎ𝑖𝑡𝑒 𝑆𝑡𝑢𝑑𝑒𝑛𝑡 𝑃𝑒𝑟𝑐𝑒𝑛𝑡𝑎𝑔𝑒 − 𝑁𝑜𝑛𝑊ℎ𝑖𝑡𝑒 𝑇𝑒𝑎𝑐ℎ𝑒𝑟 𝑃𝑒𝑟𝑐𝑒𝑛𝑡𝑎𝑔𝑒= 𝑅𝑎𝑐𝑖𝑎𝑙 𝐷𝑖𝑓𝑓𝑒𝑟𝑒𝑛𝑐𝑒𝑠 𝐼𝑛𝑑𝑒𝑥 
 Level of district underfunding. Mississippi school districts are provided state and local 
funding according to a state formula called the Mississippi Adequate Education Program 
(MAEP). The formula, adopted in 1997, was created to ensure that schools in every district 
across the state could provide adequate resources for students. It is calculated annually, and its 
funding is dependent on legislative appropriations. Since 1997, MAEP has only been 100 percent 
funded two times, causing districts to be underfunded at varying rates. The district underfunding 
variable, UNDERFUNDING, is calculated by dividing the cumulative amount the district was 
underfunded from the 2007-2008 school year to the 2015-2016 school year and dividing it by the 
total funding the district would have received had the formula been fully funded during the same 
time period. This variable represents the percentage of underfunding experienced by a school 
district from the 2007-2008 school year to the 2015-2016 school year. Additionally, the variable 
accounts for additional state budget cuts to education that occurred outside of the underfunding 
of the education formula. To reiterate, the calculation is as follows: 
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(𝐹𝑢𝑛𝑑𝑖𝑛𝑔!"## − 𝐹𝑢𝑛𝑑𝑖𝑛𝑔!"#$!%)𝐹𝑢𝑛𝑑𝑖𝑛𝑔!"## =  𝑈𝑛𝑑𝑒𝑟𝑓𝑢𝑛𝑑𝑖𝑛𝑔𝐹𝑢𝑛𝑑𝑖𝑛𝑔!"## ∗ 100 = 𝑃𝑒𝑟𝑐𝑒𝑛𝑡𝑎𝑔𝑒 𝑢𝑛𝑑𝑒𝑟𝑓𝑢𝑛𝑑𝑒𝑑 
 Per pupil expenditures. School districts across Mississippi have varying per pupil 
expenditures due to the federal and local funds at their disposal. The per pupil expenditure 
variable, PERPUPILEXP, represents the total amount of money that each district spent for each 
student counted in the district’s average daily attendance for the 2015-2016 school year. This 
data is available through the MDE. 
 Community racial differences index. The community racial differences index variable, 
COMMRACE, is constructed by subtracting the percentage of White students in a district from 
the percentage of White residents in the county where the district is located. An index value of 
zero indicates that a district has a student body that perfectly reflects the county’s racial makeup. 
As the index value increases or decreases in either the positive or negative direction, inferences 
can be drawn about racial segregation patterns among school districts in each county. A positive 
difference indicates a higher percentage of White people in the county than White students in the 
districts.  A negative difference indicates a higher percentage of White students in the district 
than White people in the county.  County percentages of White residents were gathered from the 
2012-2016 American Community Survey of the United States Census Bureau (2016). The index 
calculation is as follows:  𝐶𝑜𝑢𝑛𝑡𝑦 𝑃𝑒𝑟𝑐𝑒𝑛𝑡𝑎𝑔𝑒 𝑜𝑓 𝑊ℎ𝑖𝑡𝑒 𝑃𝑒𝑜𝑝𝑙𝑒 − 𝐷𝑖𝑠𝑡𝑟𝑖𝑐𝑡 𝑃𝑒𝑟𝑐𝑒𝑛𝑡𝑎𝑔𝑒 𝑜𝑓 𝑊ℎ𝑖𝑡𝑒 𝑆𝑡𝑢𝑑𝑒𝑛𝑡𝑠=𝑊ℎ𝑖𝑡𝑒 𝐹𝑙𝑖𝑔ℎ𝑡 𝐼𝑛𝑑𝑒𝑥 
Research Design 
 Understanding the impact of teacher turnover and teacher experience. In the first 
part of this study, the relationship between teacher turnover rates and student achievement and 
the relationship between average years of teacher experience and student achievement were 
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studied. These relationships were examined according to Pearson product-moment correlation 
coefficients and linear regression modeling. To determine the significance of the coefficients, a 
two-tailed statistical test was used, in which the alpha (α) value was 0.05. For the part one 
analyses, the teacher turnover and teacher experience variables were studied as independent 
variables, while four student achievement variables (math proficiency, math growth, reading 
proficiency, and reading growth) were studied as dependent variables. A total of eight Pearson 
product moment statistical correlations were run, pairing each of the four dependent variables 
with each of the two independent variables named in this section. This amounted to two tests per 
each alternative hypothesis listed below.  All Pearson product moment correlation coefficients 
were calculated using the IBM Statistical Package for Social Sciences (SPSS) Software, and each 
two-tailed significance test was run using the same software.  Each coefficient along with the 
results of the significance test is reported in Chapter 4.  In addition, a total of four regression 
models were analyzed with each of the student achievement variables as dependent variables. 
Lastly, variance inflation factors (VIF) were examined to ensure that there were no 
multicollinearity issues among the regression coefficients. 
Below, each of the research questions studied in part one of the study along with the research 
hypotheses tested are included. 
• Is there a relationship between teacher turnover and student achievement among 
Mississippi school districts?  
o H1: bTURNOVER3YR ≠ 0 in the following regression models:  
§ YRPROF = b0 + b1XTURNOVER3YR + b2XTEACHEREXP3YR 
§ YRGROWTH = b0 + b1XTURNOVER3YR + b2XTEACHEREXP3YR 
§ YMPROF = b0 + b1XTURNOVER3YR + b2XTEACHEREXP3YR 
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§ YMGROWTH = b0 + b1XTURNOVER3YR + b2XTEACHEREXP3YR 
• Is there a relationship between teacher experience and student achievement among 
Mississippi school districts?  
o H2: bTEACHEREXP3YR ≠ 0 in the following regression models:  
§ YRPROF = b0 + b1XTURNOVER3YR + b2XTEACHEREXP3YR 
§ YRGROWTH = b0 + b1XTURNOVER3YR + b2XTEACHEREXP3YR 
§ YMPROF = b0 + b1XTURNOVER3YR + b2XTEACHEREXP3YR 
§ YMGROWTH = b0 + b1XTURNOVER3YR + b2XTEACHEREXP3YR 
• Is there a relationship between teacher experience and teacher turnover across Mississippi 
school districts?  
o H3: There is a statistically significant relationship between average years of 
teacher experience (TEACHEREXP3YR) and teacher turnover rates 
(TURNOVER3YR). 
Understanding organizational factors contributing to teacher turnover and low 
teacher experience averages. The second part of this study strives to identify organizational 
factors that might predict teacher turnover rates and low teacher experience averages in districts. 
The dependent variables used in this part of the analysis are the teacher turnover rates and the 
average years of teacher experience. There are ten independent variables, which are all related to 
measures of organizational working conditions. They are teacher salary supplements 
(SALARYSUPP), principal evaluation ratings (EFFECTIVEMPES), administrative spending 
(ADMINSPENDING), student behavior (STUDBEH), student race (STUDRACE), student 
socio-economic status (STUDPOV), racial difference between student body and teaching force 
(RACEINDEX), community racial differences index (COMMRACE), district per pupil 
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expenditures (PERPUPILEXP), and level of school underfunding (UNDERFUNDING). Using 
SPSS, a matrix displaying the Pearson product moment correlation coefficients was created to 
evaluate correlational relationships among the variables. Two-tailed statistical tests were used to 
determine the significance of the coefficients. Each coefficient and its significance are reported 
in Chapter 4. Additionally, two multiple regressions were conducted using SPSS, one of which 
uses teacher turnover rates (TURNOVER16) as the dependent variable while the other regression 
is conducted using average years of teacher experience (TEACHEREXP16) as the dependent 
variable. For each regression model, an F-test is conducted to determine the overall statistical 
significance of the model. Additionally, t-tests were conducted on each independent variable to 
determine whether any of the independent variables can statistically predict either of the 
dependent variables. Lastly the Spearman correlation coefficients (rs), also referred to as 
structure coefficients, from the regression analyses were examined to determine the strength of 
each predictor found. Below, each of the research questions studied in part two of this study 
along with the research hypotheses and regression model are included: 
• Is there a relationship between organizational variables [teacher salary supplements 
(SALARYSUPP), principal evaluation ratings (EFFECTIVEMPES), school 
administrative spending (ADMINSPENDING), district per pupil expenditures 
(PERPUPILEXP), student suspension rates (STUDBEH), percentage of minority 
(STUDRACE) and low-income students (STUDPOV), level of school district 
underfunding (UNDERFUNDING), the degree to which the county’s white population 
percentage and the district’s white student population differ (COMMRACE), and the 
degree to which the race of the teaching force and student body differs (RACEINDEX)] 
and high teacher turnover (TURNOVER16) in Mississippi school districts?  
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o The regression model is YTURNOVER16 = b0 + b1XSALARYSUPP + b2XEFFECTIVEMPES + 
b3XADMINSPENDING + b4XSTUDBEH + b5XSTUDRACE + b6XSTUDPOV + b7XUNDERFUNDING 
+ b8XRACEINDEX + b9XCOMMRACE + b10XPERPUPILEXP 
o H4: At least one of the independent variables is useful in explaining YTURNOVER16.  
§ H5: bSALARYSUPP ≠ 0 
§ H6: bEFFECTIVEMPES ≠ 0 
§ H7: bADMINSPENDING ≠ 0 
§ H8: bSTUDBEH ≠ 0 
§ H9: bSTUDRACE ≠ 0 
§ H10: bSTUDPOV ≠ 0 
§ H11: bUNDERFUNDING ≠ 0 
§ H12: bRACEINDEX ≠ 0 
§ H13: bCOMMRACE ≠ 0 
§ H14: bPERPUPILEXP ≠ 0 
• Is there a relationship between organizational variables [teacher salary supplements 
(SALARYSUPP), principal evaluation ratings (EFFECTIVEMPES), school 
administrative spending (ADMINSPENDING), district per pupil expenditures 
(PERPUPILEXP), student suspension rates (STUDBEH), percentage of minority 
(STUDRACE) and low-income students (STUDPOV), level of school district 
underfunding (UNDERFUNDING), the degree to which the county’s white population 
percentage and the district’s white student population differ (COMMRACE), and the 
degree to which the race of the teaching force and student body differs (RACEINDEX)]  
and low teacher experience averages (TEACHEREXP16) in Mississippi school districts?  
 52 
o The regression model is YTEACHEREXP16 = b0 + b1XSALARYSUPP + b2XEFFECTIVEMPES 
+ b3XADMINSPENDING + b4XSTUDBEH + b5XSTUDRACE + b6XSTUDPOV + 
b7XUNDERFUNDING + b8XRACEINDEX + b9XCOMMRACE + b10XPERPUPILEXP  
o H15: At least one of the independent variables is useful in explaining 
YTEACHEREXP16. 
§ H16: bSALARYSUPP ≠ 0 
§ H17: bEFFECTIVEMPES ≠ 0 
§ H18: bADMINSPENDING ≠ 0 
§ H19: bSTUDBEH ≠ 0 
§ H20: bSTUDRACE ≠ 0 
§ H21: bSTUDPOV ≠ 0 
§ H22: bUNDERFUNDING ≠ 0 
§ H23: bRACEINDEX ≠ 0 
§ H24: bCOMMRACE ≠ 0 
§ H25: bPERPUPILEXP ≠ 0 
Conclusion 
 In Chapter 3, the data collection methods, research design, hypotheses, and statistical 
analyses used in this study are presented to explain how the research questions will be addressed. 
In Chapters 4 and 5 of this study, the results from these analyses are presented followed by a 
discussion of the findings. Throughout these two chapters, the answers to the aforementioned 
research questions will be presented. 
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CHAPTER IV 
DATA ANALYSIS 
 As previously mentioned, the purpose of this study is two-fold. First, it seeks to 
understand the relationship between teacher turnover, teacher experience, and student 
achievement in Mississippi school districts. Next, the relationships between teacher turnover, 
teacher experience and ten variables related to organizational factors are examined. The study 
has been divided into two parts to align with these two goals of the study. Additionally, Chapter 
IV is organized into Part I and Part II to correspond to the two purposes of the study. 
 In this chapter, the descriptive statistics of the variables in the study are presented along 
with the results of each statistical test. At the end of this chapter, a conclusion section is included 
to summarize the relationships found. 
Part I 
 Descriptive statistics. For the part one analyses, the teacher turnover (TURNOVER3YR) 
and teacher experience (TEACHEREXP3YR) variables were studied as independent variables, 
while four student achievement variables – math proficiency (MPROF), math growth 
(MGROWTH), reading proficiency (RPROF), and reading growth (RGROWTH) – were studied 
as dependent variables. In Table 2, the descriptive statistics for each of the variables studied in 
part one are presented. As it was previously mentioned, only 139 of the 142 school districts were 
included in this data set due to lack of available student achievement data or lack of turnover 
data, which is the result of school district consolidations. The three excluded school districts 
were the Starkville-Oktibbeha Consolidated District, the West Point Consolidated School 
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District, and the Corinth School District. 
Table 2 
Part I Descriptive Statistics of the Variables 
Variables N Minimum Maximum Mean 
Standard 
Deviation 
RPROF 141 5.80 57.20 32.8149 12.00731 
RGROWTH 141 37.40 71.50 58.4667 6.54868 
MPROF 141 5.80 70.50 33.5816 14.20135 
MGROWTH 141 32.20 84.50 59.2511 10.12765 
TURNOVER3YR 140 9.27 60.67 25.2123 9.37451 
TEACHEREXP3YR 140 7.10 17.40 11.2014 1.59680 
  Correlations. Table 3 shows the Pearson product moment correlation coefficients 
(PPMCC), also referred to as Pearson’s r values, for each variable pair.  To determine the 
significance of the PPMCCs, a two-tailed statistical test was used, in which alpha (α) values of 
0.05 and 0.01 were observed. Each PPMCC in Table 3 was significant at the 0.01 level, 
including the coefficient pertaining to the relationship between the teacher experience and 
teacher turnover variables in part one. Also each of the correlation coefficients between student 
achievement variables and teacher turnover averages indicated stronger relationships than the 
correlations between student achievement variables and the variable representing average years 
of teacher experience. 
Table 3 
Part I Pearson Product Moment Correlation Coefficients  
 TURNOVER3YR TEACHEXP3YR RPROF RGROWTH MPROF MGROWTH 
TURNOVER3YR 1 -.586** -.716** -.604** -.652** -.487** 
TEACHEXP3YR -.586** 1 .398** .332** .327** .222** 
**Correlation is significant at the 0.01 level (2-tailed). 
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 Regression analyses. A total of four regression models were analyzed with each of the 
student achievement variables as dependent variables and teacher turnover and average years of 
teacher experience as the independent variables. For each of the four regression models, the 
predictor variables, teacher turnover and teacher experience, jointly have a statistically 
significant effect on the dependent variable in the model. The unstandardized and standardized 
coefficients in each of these regression analyses are shown below in Tables 4 through 7. 
Additionally, collinearity statistics are presented to ensure multicollinearity issues are not biasing 
the regression model. In Table 8, each research hypothesis in part one of this study is presented, 
and an indication of whether the hypothesis was accepted or rejected according to the t-tests 
conducted is included.  
 Tables 4 through 7 present the teacher turnover variable, TURNOVER3YR, as a 
significant predictor of student achievement (P < .05). In Table 4, the regression model indicates 
that as the three-year average teacher turnover rate decreased by 0.949 points, reading 
proficiency scores increased by 1 point. Table 5 shows that as the average turnover rate 
decreased by 0.439 points, reading growth points in the district increased by 1. Tables 6 and 7 
show that as average turnover rates decreased by 1.070 and 0.591 points, the math proficiency 
and math growth scores increase by 1 point, respectively. On the contrary, the teacher experience 
variable, TEACHEREXP3YR, was statistically equal to 0 in each of the models, indicating that 
the average years of teacher experience is not a significant predictor of student achievement. 
Collinearity statistics indicate that multicollinearity is not biasing the model since VIF values are 
low.  
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Table 4 
Regression Coefficients: Reading Proficiency as Dependent Variable 
 
 
B SE B β t p VIF 
 Constant 
 
59.861 7.940  7.539 .000  
TURNOVER3YR 
 
-.949** .095 -.737 -9.954 .000 1.531 
TEACHEREXP3YR -.272 .557 -.036 -.489 .626 1.531 
 
 Notes. R2 = .51 (p < .01) 
**Coefficient is significant at the 0.01 level. 
Table 5 
Regression Coefficients: Reading Growth as Dependent Variable 
 
 
B SE B β t p VIF 
 Constant 
 
71.250 4.942  14.417 .000  
TURNOVER3YR 
 
-.439** .059 -.625 -7.401 .000 1.531 
TEACHEREXP3YR -.149 .346 -.036 -.430 .668 1.531 
 
 Notes. R2 = .36 (p < .01) 
**Coefficient is significant at the 0.01 level. 
Table 6 
Regression Coefficients: Math Proficiency as Dependent Variable 
 
 
B SE B β t p VIF 
  Constant 
 
69.346 10.154  6.829 .000  
TURNOVER3YR 
 
-1.070** .122 -.703 -8.782 .000 1.531 
TEACHEREXP3YR -.772 .712 -.087 -1.085 .280 1.531 
 Notes. R2 = .42 (p < .01) 
**Coefficient is significant at the 0.01 level. 
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Table 7 
Regression Coefficients: Math Growth as Dependent Variable 
 
 
B SE B β t p VIF 
 Constant 
 
81.266 8.330  9.756 .000  
TURNOVER3YR 
 
-.591** .100 -.545 -5.908 .000 1.531 
TEACHEREXP3YR -.626 .584 -.099 -1.071 .286 1.531 
 Notes. R2 = .23 (p < .01) 
**Coefficient is significant at the 0.01 level. 
Table 8 
Part I Research Hypotheses 
Research Hypothesis Relationship 
Found p 
Statement of 
Rejection 
H1: bTURNOVER3YR ≠ 0 in the following regression 
models:  
 
YRPROF = b0 + bTURNOVER3YR + bTEACHEREXP3YR 
YRGROWTH = b0 + bTURNOVER3YR + bTEACHEREXP3YR 
YMPROF = b0 + bTURNOVER3YR + bTEACHEREXP3YR 
YMGROWTH = b0 + bTURNOVER3YR + bTEACHEREXP3YR 
 
 
 
B = -.949 
 
B = -.625 
 
B = -.703 
 
B = -.591 
 
 
 
p < .01 
 
p < .01 
 
p < .01 
 
p < .01 
 
Fail to reject the 
alternative hypothesis. 
The relationships are 
statistically significant. 
H2: bTEACHEREXP3YR ≠ 0 in the following regression 
models:  
 
YRPROF = b0 + bTURNOVER3YR + bTEACHEREXP3YR 
 
YRGROWTH = b0 + bTURNOVER3YR + bTEACHEREXP3YR 
 
YMPROF = b0 + bTURNOVER3YR + bTEACHEREXP3YR 
 
YMGROWTH = b0 + bTURNOVER3YR + bTEACHEREXP3YR 
 
For each 
model, 
bTEACHEREXP
3YR = 0. 
 
 
 
p = .63 
 
p = .67 
 
p = .28 
 
p = .29 
Reject the alternative 
hypothesis. The 
relationships are 
statistically equal to 0. 
H3: There is a statistically significant relationship 
between average years of teacher experience 
(TEACHEREXP3YR) and teacher turnover rates 
(TURNOVER3YR). 
R = -.586; 
R2 = .343 
p < .01 
Fail to reject the 
alternative hypothesis. 
The relationship is 
statistically significant. 
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Part II 
 Descriptive statistics. For the part two analyses, teacher turnover rates and average years 
of teacher experience were examined as dependent variables as regression analyses were used to 
determine which of the organizational variables mentioned in Chapter III significantly predict 
teacher turnover rates and/or average years teacher experience in Mississippi school districts. In 
these analyses, the teacher turnover rate and average number of years of teacher experience in 
school districts from the 2016-2017 school year were used in lieu of the three-year averages used 
in Part I of this study.  The study was designed in this way to intentionally examine the 
relationship between the teacher turnover rates and average years of experience from a particular 
time period and student achievement measures occurring in the following year in Part I. In Part 
II, the study is designed to intentionally examine the relationship between organizational factors 
in 2015-2016 and teacher turnover and experience averages occurring in the following year. In 
this way this study approaches a greater understanding of how turnover and experience averages 
might impact student achievement and how organizational factors might impact turnover and 
experience averages. The teacher turnover variable in Part II is referred to as TURNOVER16, 
and the teacher experience average is referred to as TEACHEREXP16. Table 9 includes the 
descriptive statistics for each of the variables studied in Part II. The total population size includes 
142 school districts; however some districts have some missing data due to incomplete reporting 
to the MDE. In cases where data is missing, the statistical software, SPSS, uses listwise deletion 
in conducting the analyses. 
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Table 9 
Part II Descriptive Statistics of the Variables 
Variables N Minimum Maximum Mean Std. Deviation 
TURNOVER16 142 5.00 44.00 19.9789 8.43117 
TEACHEREXP16 142 6.40 17.50 11.4099 1.56782 
SALARYSUPP 130 .00 7041.00 1206.7231 1345.62314 
STUDPOV 142 38.26 100.00 82.1098 17.65736 
STUDRACE 142 5.53 100.00 58.6179 29.62120 
RACEINDEX 142 1.04 65.28 28.2160 12.68993 
STUDBEH 141 .34 31.32 9.6867 6.86544 
ADMINSPENDING 142 3.31 12.82 8.8182 1.50069 
EFFECTIVEMPES 134 .00 100.00 72.7463 28.83416 
UNDERFUNDING 142 7.19 8.83 7.9744 .24308 
PERPUPILEXP 142 7359.29 17552.21 10116.5061 1562.89632 
COMMRACE 142 -23.58 65.62 16.3028 18.50964 
 Correlations. Table 10 shows the Pearson product moment correlation coefficients 
(PPMCC), also referred to as Pearson’s r values, for each variable’s relationship to teacher 
turnover rates (TURNOVER16) and the average years of teacher experience in a district 
(TEACHEREXP16).  To determine the significance of the PPMCCs, a two-tailed statistical test 
was used, in which alpha (α) values of 0.05 and 0.01 were observed. Where statistical 
significance was found, the coefficient is notated using asterisks. Table 10 indicates that teacher 
turnover in 2016-2017 had statistically significant correlational relationships with student 
poverty rates, student minority rates, student suspension rates, per pupil expenditures, district 
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underfunded rates, and the community racial differences index variable. Teacher experience 
averages in 2016 had significant relationships with each of these variables, except for district 
under-funded rates and per pupil expenditures.  
Not shown here is data showing how inter-correlated each of the variables are to each 
other. Many of the organizational variables have statistically significant PPMCCs, when 
compared to the other organizational variables. Because the variables are highly correlated to 
each other, extra attention is given to determine whether collinearity issues are biasing the 
regression models. Collinearity statistics are listed as well as structure coefficients, which are 
used correct for collinearity issues. 
Table 10 
Part II Pearson Product Moment Correlation Coefficients 
Organizational Variables TURNOVER16 TEACHEREXP16 
SALARYSUPP -.030 -.109 
STUDPOV .584** -.326** 
STUDRACE .668** -.354** 
RACEINDEX .057 -.108 
STUDBEH .521** -.249** 
ADMINSPENDING .045 -.008 
EFFECTIVEMPES -.168 .129 
UNDERFUNDING -.325** .105 
PERPUPILEXP .318** -.047 
COMMRACE .550** -.329** 
**Correlation is significant at the 0.01 level (2-tailed). 
Regression analyses. Two regression models were analyzed in Part II of this study with 
teacher turnover rates (TURNOVER16) and average teacher experience (TEACHEREXP16) as 
dependent variables and each of the organizational variables described in Chapter III as 
independent variables. For each of the regression models, the organizational variables jointly 
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have a statistically significant effect on the dependent variables in the model. The unstandardized 
and standardized coefficients in each of these regression analyses are shown below in Tables 11 
and 13. Additionally, collinearity statistics are presented to ensure multicollinearity issues are not 
biasing the regression model. Tables 12 and 14 present structure coefficients for each significant 
predictors in the two regression models to further examine the strength of each of the significant 
predictors found. In Table 15, each research hypothesis in Part II of this study is presented, and 
an indication of whether the hypothesis was accepted or rejected according to the t-tests 
conducted is included.  
 Table 11 indicates that three of ten organizational variables are significant predictors of 
teacher turnover (TURNOVER16). These variables are STUDRACE, RACEINDEX, and 
COMMRACE. As shown by the squared structure coefficients (rs2) in Table 12, the percentage 
of non-white students in a district (STUDRACE) accounts for 80.5 percent of the total variance 
of predicted teacher turnover rates. The RACEINDEX variable, which captures the racial 
differences between the teaching body and student body in a district accounts for 3.2 percent of 
the total variance of predicted teacher turnover rates, and the COMMRACE variable, which 
represents the differences between the student body and county population in terms of White 
persons present, accounts for 60.5 percent. Table 13 shows that COMMRACE is a statistically 
significant predictor of the variable representing average teacher experience in school districts, 
TEACHEREXP16. District per-pupil expenditure (PERPUPILEXP) is also significant predictor 
in this regression model, although its unstandardized regression coefficient is equal to 0. Further 
statistical analyses reveal that this is caused by the relatively large scale of per pupil expenditures 
compared to other variables in the model. Table 14, presenting squared structure coefficients, 
shows that the COMMRACE variable accounts for 81.4 percent of the total variance of predicted 
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average years of teacher experience in districts, while PERPUPILEXP accounts for 32.9 percent. 
All other independent variables in each of the regression models have no significant impact on 
TEACHEREX16 or TURNOVER16. Table 15 displays each significant relationship found in 
Part II of this study. It also presents that seven alternative research hypotheses in study were not 
rejected. 
Table 11 
Regression Coefficients: Teacher Turnover (TURNOVER16) as Dependent Variable 
 
 B SE B β t p VIF 
 Constant 26.989 25.171  1.07 .286  
SALARYSUPP -.001 .000 -.096 -1.31 .194 1.183 
STUDPOV .061 .057 .134 1.07 .287 3.445 
STUDRACE .118** .037 .428 3.15 .002 4.045 
RACEINDEX -.141** .053 -.221 -2.65 .009 1.535 
STUDBEH .124 .110 .103 1.13 .259 1.818 
ADMINSPENDING -.589 .390 -.107 -1.51 .134 1.104 
EFFECTIVEMPES .002 .020 .007 .10 .919 1.136 
UNDERFUNDING -.903 2.827 -.026 -.32 .750 1.431 
PERPUPILEXP .000 .000 -.092 -1.08 .283 1.582 
COMMRACE .108** .051 .254 2.13 .036 3.125 
Notes: R2 = .45 (P<.01) 
**Coefficient is significant at the 0.01 level. 
Table 12 
Structure Coefficients: Teacher Turnover (TURNOVER16) as Dependent Variable 
Variable Structure coefficient (rs) rs2 
STUDRACE .897 .805 
RACEINDEX .180 .032 
COMMRACE .778 .605 
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Table 13 
Regression Coefficients: Teacher Experience (TEACHEREX16) as Dependent Variable 
 B SE B β t p VIF 
 Constant 8.100 5.971  1.36 .178  
SALARYSUPP -6.95E-5 .000 -.062 -.68 .498 1.183 
STUDPOV -.007 .014 -.083 -.53 .595 3.445 
STUDRACE -.013 .009 -.245 -1.45 .151 4.045 
RACEINDEX .017 .013 .140 1.34 .182 1.535 
STUDBEH .011 .026 .049 .43 .666 1.818 
ADMINSPENDING .017 .093 .016 .18 .856 1.104 
EFFECTIVEMPES .001 .005 .022 .24 .810 1.136 
UNDERFUNDING .171 .671 .026 .25 .800 1.431 
PERPUPILEXP .000** .000 .304 2.88 .005 1.582 
COMMRACE -.028** .012 -.348 -2.34 .021 3.125 
 Notes: R2 = .14 (P<.01) 
**Coefficient is significant at the 0.01 level. 
 
 
Table 14 
Structure Coefficients: Teacher Experience (TEACHEREXP16) as Dependent Variable 
 
Variable Structure coefficient (rs) rs2 
PERPUPILEXP -.574 .329 
COMMRACE -.902 .814 
 
Table 15 
 
Part II Research Hypotheses 
Research Hypothesis 
Relationship 
Found p  
Statement of 
Rejection 
 
H4: At least one of the independent variables is 
useful in explaining YTURNOVER16. 
Adjusted R2 
= .449 
p < .01 
Fail to reject the 
alternative hypothesis. 
The relationship is 
statistically significant. 
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H5: Where TURNOVER16 is the dependent 
variable, bSALARYSUPP ≠ 0 
 
- p = .19 
Reject the alternative 
hypothesis. The 
relationship is not 
statistically significant. 
 
H6: Where TURNOVER16 is the dependent 
variable, bEFFECTIVEMPES ≠ 0 
 
- p = .92 
Reject the alternative 
hypothesis. The 
relationship is not 
statistically significant. 
 
H7: Where TURNOVER16 is the dependent 
variable, bADMINSPENDING ≠ 0 
 
- p = .13 
Reject the alternative 
hypothesis. The 
relationship is not 
statistically significant. 
 
 
 
 
H8: Where TURNOVER16 is the dependent 
variable, bSTUDBEH ≠ 0 
 
 
 
 
- 
 
 
 
 
 
p = .26 
 
 
Reject the alternative 
hypothesis. The 
relationship is not 
statistically significant. 
 
H9: Where TURNOVER16 is the dependent 
variable, bSTUDRACE ≠ 0 
 
b = 0.118 p < .01 
Fail to reject the 
alternative hypothesis. 
STUDRACE is 
statistically significant 
predictor of 
TURNOVER16. 
 
H10: Where TURNOVER16 is the dependent 
variable, bSTUDPOV ≠ 0 
 
- p = .29 
Reject the alternative 
hypothesis. The 
relationship is not 
statistically significant. 
 
H11: Where TURNOVER16 is the dependent 
variable, bUNDERFUNDING ≠ 0 
 
- p = .75 
Reject the alternative 
hypothesis. The 
relationship is not 
statistically significant. 
 
H12: Where TURNOVER16 is the dependent 
variable, bRACEINDEX ≠ 0 
 
b = -0.141 p < .01 
Fail to reject the 
alternative hypothesis. 
RACEINDEX is a 
statistically significant 
predictor of 
TURNOVER16. 
 
H13: Where TURNOVER16 is the dependent 
variable, bCOMMRACE ≠ 0 
 
b = .108 
 
 
 
 
p < .05 
 
 
 
Fail to reject the 
alternative hypothesis. 
COMMRACE is a 
statistically significant 
predictor of 
TURNOVER16. 
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H14: Where TURNOVER16 is the dependent 
variable, bPERPUPILEXP ≠ 0 
 
- p = .28 
Reject the alternative 
hypothesis. The 
relationship is not 
statistically significant. 
 
H15: At least one of the independent variables is 
useful in explaining YTEACHEREXP16. 
 
Adjusted R2 
= .143 
p < .01 
Fail to reject the 
alternative hypothesis. 
The relationship is 
statistically significant. 
 
H16: Where TEACHEREXP16 is the dependent 
variable, bSALARYSUPP ≠ 0 
 
- p = .50 
Reject the alternative 
hypothesis. The 
relationship is not 
statistically significant. 
 
H17: Where TEACHEREXP16 is the dependent 
variable, bEFFECTIVEMPES ≠ 0 
 
- p = .81 
Reject the alternative 
hypothesis. The 
relationship is not 
statistically significant. 
 
H18: Where TEACHEREXP16 is the dependent 
variable, bADMINSPENDING ≠ 0 
 
- p = .86 
Reject the alternative 
hypothesis. The 
relationship is not 
statistically significant. 
 
H19: Where TEACHEREXP16 is the dependent 
variable, bSTUDBEH ≠ 0 
 
- p = .67 
Reject the alternative 
hypothesis. The 
relationship is not 
statistically significant. 
 
H20: Where TEACHEREXP16 is the dependent 
variable, bSTUDRACE ≠ 0 
 
- p = .15 
Reject the alternative 
hypothesis. The 
relationship is not 
statistically significant. 
 
H21: Where TEACHEREXP16 is the dependent 
variable, bSTUDPOV ≠ 0 
 
- p = .60 
Reject the alternative 
hypothesis. The 
relationship is not 
statistically significant. 
 
H22: Where TEACHEREXP16 is the dependent 
variable, bUNDERFUNDING ≠ 0 
 
- p = .80 
Reject the alternative 
hypothesis. The 
relationship is not 
statistically significant. 
 
H23: Where TEACHEREXP16 is the dependent 
variable, bRACEINDEX ≠ 0 
- p = .18 
Reject the alternative 
hypothesis. The 
relationship is not 
statistically significant. 
 
H24: Where TEACHEREXP16 is the dependent 
variable, bCOMMRACE ≠ 0 
b = -0.028 p < .05 
Fail to reject the 
alternative hypothesis. 
COMMRACE is a 
statistically significant 
predictor of 
TEACHEREXP16. 
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Conclusion 
 Chapter IV includes the results of the statistical tests using the data collected to answer 
each of the research questions in this study. Of the 25 alternative research hypotheses made, 17 
were rejected. Of notable importance, the Part I analyses indicate that turnover rates and average 
years of teacher experience in districts are both significantly correlated to reading and math 
proficiency and growth rates. However, the regression analyses in Part I showed that only 
teacher turnover rates were significant predictors of reading and math proficiency and growth 
rates. Average years of teacher experience in districts had no significant predictive relationship 
with the student achievement variables. Additionally, the correlation analyses in Part I using 
PPMCCs indicated that teacher turnover rates explained more of the variance in reading and 
math proficiency and growth rates than average years of teacher experience in districts. Lastly, 
Part I analyses demonstrated that the correlational relationship between average years of teacher 
experience in districts and teacher turnover rates is significant and negative. 
 In Part II, the regression analyses revealed that of the ten organizational variables, which 
were examined as independent variables in this part of the study, three – STUDRACE, 
RACEINDEX, and COMMRACE – were significant predictors of teacher turnover rates. The 
remaining seven variables had no significant predictive relationship to district teacher turnover 
rates. As the STUDRACE variable, which is a measure of the percentage of non-White students 
in a district, increased by .118, teacher turnover rates increased by one percentage point. 
RACEINDEX is the difference between the percentage of non-White teachers and the percentage 
H25: Where TEACHEREXP16 is the dependent 
variable, bPERPUPILEXP ≠ 0 
b = 0.000; 
rs2 = .329 
p < .01 
Fail to reject the 
alternative hypothesis. 
PERPUPILEXP is a 
statistically significant 
predictor of 
TEACHEREXP16. 
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of non-White students in a district. In the research population, there were no school districts with 
a higher percentage of non-White teachers than the percentage of non-White students. As 
RACEINDEX decreased, indicating a decrease in the differences between racial makeup of 
teaching body and student body, by .141, teacher turnover rates increased by one percentage 
point. Lastly, the COMMRACE variable represents the difference between the percentage of 
White students in a district and the percentage of White residents in the county where the district 
is located. Positive differences indicated that there were a higher percentage of white residents in 
the county than the percentage of white students in the district. Negative differences indicated 
the inverse. Our regression analyses revealed that as the COMMRACE variable increased in the 
positive direction by .108, teacher turnover increased by one percentage point. 
The relationships between the organizational variables and teacher experience were 
examined in part II as well. As it was explained in Chapter I of this dissertation, these analyses 
were conducted for comparative purposes. In multiple regressions using average years of 
experience among teachers as the dependent variable, it was presented that the COMMRACE 
variable and PERPUPILEXP variable, which represented districts’ per pupil expenditures, were 
significant predictors. As the COMMRACE variable decreased by .028, average teacher 
experience increased by one percentage point. Because of the differences in scale among the 
variables, the regression model, included a significant slope equal to zero for the PERPUPILEXP 
variable. Examining the structure coefficient for per pupil expenditure reveals that the variable 
accounts for 32.9 of the total variance of predicted average years of teacher experience in 
districts. In Chapter V, a discussion about the implications of these findings for research and 
policy is included.  
 68 
 
 
 
CHAPTER V 
A DISCUSSION OF THE FINDINGS 
 This study seeks to understand the relationships between teacher turnover, student 
achievement, and teacher experience. It also strives to identify organizational factors that might 
predict teacher turnover rates. For comparative purposes, the study examines whether the same 
organizational factors predict average years of teacher experience in districts. The findings 
presented in Chapter IV of this dissertation have many implications for policy and research in 
Mississippi. In this chapter, a discussion of these implications is included along with any 
limitations of this study.  
Teacher Experience Versus Teacher Turnover 
As mentioned in Chapter I, Mississippi has assessed the health of districts’ teaching 
forces by primarily focusing on years of teacher experience (Mississippi Department of 
Education, 2015). Little analysis has been devoted to understanding how turnover at the district 
level might be impacting student achievement despite the district’s average years of teacher 
experience. At the crux of this study is the juxtaposition between the relationship that teacher 
turnover rates have with student achievement and the relationship that teacher experience has 
with student achievement. Understanding the implications of evaluating the quality of a district’s 
teaching force by either teacher turnover rates or average years of teacher experience is key to 
drafting effective education policy and strategies.  
In accordance with other research on teacher experience (Clotfelter et al., 2006; Rivkin et 
al., 2005), this study does not find a significant predictive relationship between teacher’s average 
 69 
years of experience and student proficiency or growth in math or reading. Additionally, in line 
with prior research studies, the findings indicate that teacher turnover does have a statistically 
significant impact on all of the student achievement variables studied: reading proficiency, 
reading growth, math proficiency, and math growth. In consuming these findings, it is 
appropriate to conclude that teacher turnover rates should be considered heavily in evaluating the 
health of a district’s teaching force, as they significantly predict student achievement on 
standardized assessments. 
Another goal of this study was to understand how teacher turnover rates and average 
years of teacher experience in districts are related. Through this research, they were found to be 
significantly and negatively correlated with each other. As average years of teacher experience 
increased in a district, turnover rates decreased. This relationship may signify that veteran 
teachers are less likely to leave their districts. Additionally, the average years of teacher 
experience in a district significantly predicts teacher turnover rates.  As the average years of 
teacher experience declines by 3 years, teacher turnover rates increase by 1 percentage point. It is 
important to acknowledge that although teacher turnover rates and average years of experience 
are significantly correlated, teacher turnover rates only explain 33 percent of the variance in 
average years of teacher experience among districts. This can partially be explained by the nature 
of teacher mobility. When teachers leave one district and go to others and contribute to district 
turnover rates, they continue to accrue years of teaching experience in their new districts.  
Significant Predictors of Teacher Turnover and Average Years of Experience 
In part II of this study, the goal was to gain a greater understanding of organizational 
factors that may contribute to teacher turnover in districts. According to labor process analysts, 
the most significant aspects of working conditions shown to impact employee turnover include 
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the organization’s compensation structure, the level of administrative support, the degree of 
conflict and strife within the organization, and the degree of employee input into organizational 
policies (Ingersoll, 2001). In this research, ten variables related to three of these aspects – 
compensation structure, level of administrative support, and the degree of conflict and strife 
within the organization – are examined for their predictive relationship to teacher turnover rates 
and, for comparison purposes, average years of teacher experience. In the sections below, 
discussions are included on whether the relationships between the variables examined in this 
study provide insight into how the aforementioned organizational factors impact teacher turnover 
in Mississippi school districts. 
Compensation structure. Because teacher salaries are somewhat standardized by the 
state’s teacher salary schedule, compensation structure was examined by studying the varying 
supplements that districts provided to teachers. Prior research provides mixed results on whether 
supplementing salaries of teacher can reduce attrition (Hanushek et al., 1999; Guarino et al., 
2006), and one large-scale study provided that the salary supplement amount must surpass a 
threshold amount much larger than $1800 (Clotfelter et al., 2008) in order to positively impact 
teacher retention. In Mississippi, the average teacher salary supplement in a school district was 
$1207. Because of this, it is not surprising that the variable measuring the impact of 
compensation structure was not found to have a significant impact on teacher turnover. In a 
comparative model examining the relationship of compensation structure on average years of 
teacher experience, no significant relationships were found as well.  
It is important to note that salary supplements do not capture the full amount of monetary 
benefits that teachers can receive. Loan forgiveness, assisted housing programs, and scholarships 
are offered to teachers in critical teacher shortage areas among other incentives. Additional 
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research is required to determine whether these programs have any impact on reducing teacher 
turnover.  It is also important to note that the primary goal of many of these incentive programs 
is not necessarily to reduce turnover, but to attract teachers to areas with shortages.  
Level of administrative support. To gauge administrative support in this research study, 
two variables indirectly related to administrative support were studied in lieu of direct 
information detailing how teachers perceived support in their districts. The first variable, the 
percentage of principals scoring effective on the Mississippi Principal Evaluation System 
(MPES), represents administators’ aptitude to effectively support teachers. This variable was not 
found to have a significant impact on teacher turnover. The second variable, which represents 
districts’ financial investments into school administrations, was not found to have a significant 
impact on teacher turnover as well. In addition, neither of the variables have an impact on 
districts’ average years of teacher experience. 
Prior research on administrative support and teacher retention is conclusive. In school 
settings where teachers feel supported by their administrators, they are less likely to leave 
(Guarino et al., 2006; Ingersoll, 2001; Grissom, 2006; Shen, 1997; Weiss, 1999). In this study, 
no significant relationship was found between the two administrative support variables and 
teacher turnover. The misalignment between prior research studies and the findings in this study 
might be explained by the quality of the data used to represent the administrative support 
variables. In 2015-2016, the MPES was used to rate the effectiveness of principals on a scale of 
one to four. The rating was based on four components: the ability to meet student learning goals 
set by the evaluated principal and superintendent, the ability to meet two organizational goals set 
by either staff or students, and performance on the circle survey, a tool measuring principal 
performance from the perspective from staff, the principal’s supervisor, and the evaluated 
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principal. Circle survey data accounted for 30 percent of the rating; student learning and 
organizational goals accounted for 50 and 20 percent of the rating, respectively. Considering 
how MPES ratings were derived, there are significant concerns regarding their reliability and 
validity. The self-assessment portion of the rating inherent in the student learning goal setting 
component, in which the evaluated principal and supervisor jointly set a goal based on historical 
data, lends itself to validity issues. It is problematic that MPES purports to measure principal 
effectiveness when each principal self-defines 50 percent of the criteria he is evaluated on. This 
issue also presents a reliability problem, especially when comparing scores across varying 
schools and districts. 
The second variable related to administrative support examined in this study is school 
administrative spending, which is the amount of money districts spend on school administration. 
As it was previously mentioned in this dissertation, school districts are required to report all 
expenditures to the MDE, which requires all expenditures to be coded according to standardized 
functions. These expenses include: school administrative salaries, benefits, properties, and 
supplies as well as professional and technical services purchased to support school 
administration. Lastly, they include purchases that can be classified as “other objects” or “other 
uses of funds” (Mississippi Department of Education, 2002, p. E-15).  Districts have discretion 
over how they code expenditures, and they have the option of classifying expenditures in the 
ambiguous “other” categories. As a result, this variable faces validity and reliability issues as 
well. In addition, no pre-established link exists between money spent on school administrative 
expenditures and how teachers perceive administrative support. This research attempted to 
investigate this relationship; however, no such relationship was found. 
Degree of conflict and strife within the organization.  As mentioned in previous 
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chapters, organizational conflict is defined as a state of discord that is caused by the actual or 
perceived opposition of needs, values, and interests between people who work together (Johnson, 
1976). In schools, organizational conflict occurs when the needs of a group are left unmet 
(Ingersoll, 2001). The seven variables used to examine the impact of the degree of conflict and 
strife within an organization were associated with the unmet needs of school stakeholders as well 
as high-conflict working conditions. Three of the seven variables – student race, race index, and 
community racial differences index – were found to have significant relationships with teacher 
turnover. In the following subsections, a discussion regarding each variable is included. 
District underfunding.  As mentioned in Chapter III of this dissertation, Mississippi 
school districts are provided state and local funding according to the state’s school funding 
formula, also called MAEP. The formula is calculated annually to ensure that schools have what 
the state defines to be adequate funding, and its funding is dependent on legislative 
appropriations. Since 1997, MAEP has only been 100 percent funded two times, causing districts 
to be underfunded at varying rates. In this study, the cumulative effect of underfunding over 
seven years was examined, and it was found to have no significant impact on teacher turnover or 
average years of teacher experience in a district.  This finding is not aligned to previous research 
findings, which have established that insufficient resources and poor school conditions can 
significantly predict teacher turnover (Loeb et al., 2009).  
A factor that might explain why district underfunding is non-significant in predicting 
teacher turnover in this study is the possibility that district underfunding, which only accounts 
for the funding shortfall from the state, is an inappropriate proxy for insufficient resources.  
There are several reasons why districts underfunded by the state may not be under-resourced. 
One reason is that federal funds supplement the budgets of many high-poverty districts, and local 
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governments often supplement their local district budgets beyond what the funding formula calls 
for. Another reason may be that the allocation of funds may have more of an impact on whether 
schools are under-resourced are not. In more efficient school systems, less funding may be 
needed to fulfill a school’s needs. More research should be conducted to determine the 
relationship between district underfunding and districts having insufficient resources. Lastly, 
more research should be conducted to determine if the state’s definition of adequate funding 
correlates with meaningful outcomes.  Underfunding is only as meaningful as adequate funding 
is. 
Per-pupil expenditure. District per-pupil expenditures were not found to significantly 
impact teacher turnover. Like the finding for district underfunding, this finding does not align 
with previous studies indicating that insufficient resources significantly impacts teacher turnover 
in districts. Giving more credence to the possibility that funding may not highly correlate with 
sufficient resources, this study found that per-pupil expenditures significantly predicted the 
average years of teacher experience in a district, but not in the way that was expected. Findings 
of the research found that per-pupil expenditure had a negative relationship with average years of 
teacher experience, indicating that as per-pupil expenditure increased, the average years of 
teacher experience in a year declined. This is especially interesting considering that the state 
salary schedule for teachers requires that more experienced teachers are paid increasingly more 
as they accumulate more years. This finding can be explained by considering the fact that the 
districts with the highest per-pupil expenditures are high-poverty, high-minority districts, 
receiving large amounts of federal funds. These districts experience the highest turnover 
(Mississippi Department of Education, 2015).  Because of this, these findings should be 
interpreted with acknowledgement that per-pupil expenditure here is significant due to its 
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mediating relationship to high poverty districts. 
Student poverty.  Prior research is conclusive on the significant and positive relationship 
between student poverty and teacher turnover (Achinstein et al., 2010; Guin, 2004; Hanushek et 
al., 2004; Lankford et al., 2002; Scafidi et al., 2005; Loeb, Darling-Hammond, & Luczak, 2009). 
Surprisingly, this study did not find a significant predictive relationship between the percentage 
of low-income students in districts and teacher turnover. A possible explanation for this 
occurrence is the use of free and reduced lunch (FRL) percentages in districts to measure student 
poverty. Fifty-one school districts reported a free lunch rate of 100 percent; these districts all 
received the Community Eligibility Provision (CEP), a provision from the Healthy, Hunger-Free 
Kids Act of 2010 that allows schools and school districts with over 40 percent of students in 
poverty or at risk of hunger to serve the entire student population two meals free of charge. 
These FRL rates represent the most accurate data available pertaining to the concentration of 
poverty in school districts, but they are not precise.  A more accurate calculation of district 
poverty is needed to properly evaluate the relationship between student poverty and teacher 
turnover. 
 Student race. The percentage of non-White students in a district was the strongest 
predictor of teacher turnover in this study, explaining 81 percent of the variance in teacher 
turnover rates. This finding is supported by prior research studies such as the Scafidi et al. (2005) 
study, which found that schools with large percentages of Black students experienced higher 
rates of teacher turnover than high poverty schools with less Black students and schools with low 
test scores.  Achinstein et al. (2010) found that on average, teachers in schools with a majority of 
students of color were three times more likely to leave than teachers in schools with a majority of 
White students.  Simon and Johnson (2015) have established through their research that the 
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relationship between student race and turnover occurs through intervening variables representing 
work conditions.   
Mississippi has a long and horrid history involving racial segregation and the systemic 
oppression of Black people, which has ultimately led to demographic trends in which race and 
poverty are strongly connected and where high concentrations of Black people coincide with 
high rates of poverty. As a result, many Black students not only experience racially homogenous 
school districts, but districts with extremely high rates of poverty.  It is widely known that 
economically disadvantaged students, on average, face barriers and are more at risk of failure 
than their advantaged peers.  When a high population of disadvantaged children is concentrated 
in economically homogenous schools, their barriers to success are intensified (Rothstein, 2013). 
Rothstein (2013) provides: 
When a school has a large proportion of students at risk of failure, the consequences of 
disadvantage are exacerbated. Remediation becomes the norm, and teachers have little 
time to challenge students to overcome personal, family, and community hardships that 
typically interfere with learning. In schools with high student mobility, teachers spend 
more time repeating lessons for newcomers and have fewer opportunities to adapt 
instruction to students' individual strengths and weaknesses. (para. 6) 
 
When classrooms fill with students who come to school less ready to learn, teachers must 
focus more on discipline and less on learning. Children in impoverished neighborhoods 
are surrounded by more crime and violence and suffer from stress that interferes with 
learning. (para. 7) 
The relationships between poverty, barriers, and race have great implications for the working 
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conditions in Mississippi schools, which have been demonstrated to impact turnover rates 
(Simon & Johnson, 2015). Considering these relationships, it is no wonder why student race is 
the strongest predictor of teacher turnover, especially in the absence of precise district poverty 
data.  More research should be done to understand the relationship between district poverty and 
district race.  Additionally, investigations should be done to determine whether race remains a 
strong predictor after controlling for poverty and working conditions. Such a finding would 
indicate biases against Black children. 
The difference in racial composition of teaching force and student body. This study also 
found a significant relationship between teacher turnover and the race index variable, which 
measures the difference in racial composition of the teaching force in a district and the student 
body. As the value of the index variable increased, indicating growing differences between the 
teaching force and the student body in terms of percentage of non-White students and teachers, 
then teacher turnover decreased.  This finding is particularly interesting because it may indicate a 
contradiction to the findings of previous research studies indicating that teachers of color are 
more likely to persist in schools with a high percentage of students of color than their White 
counterparts (Achinstein et al., 2010; Hanushek, 1999). On the contrary, this study suggests that 
as the population of teachers more closely mirrors the population of students in terms of minority 
status, turnover increases. One explanation for this relationship is that districts with lower race 
index values are also high minority, high poverty districts, which experience higher turnover. In 
considering this, it is likely that race index is significant through its mediating relationship to 
high poverty districts.  More research should be conducted to fully investigate this relationship in 
Mississippi. 
Community racial differences index. The community racial differences index was another 
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strong predictor of teacher turnover among Mississippi school districts, explaining 61% of the 
variance in district turnover. This variable represents the differences between the student body 
and county population in terms of percentage of White members. Another way to view the 
community racial differences index variable is to consider it as the degree to which district is 
segregated by race in the community. Following the passage of the 1964 Civil Rights Act, 
Mississippi was required to integrate its schools. From 1964 to 1969, no schools were integrated. 
In 1969, after Alexander v. Holmes County Board of Education, the US Supreme Court ordered 
immediate desegregation of public schools in MS, and ultimately across the South.  This decision 
was met with White resistance and multiple attempts to preserve the White neighborhood 
schools (Bolton, 2017).  Many Whites, especially those in predominantly Black districts 
abandoned public schooling altogether, and private academies were formed.  Others segregated 
by races within integrated schools, having Black classes and White classes on opposite wings of 
the same building. Much of this segregation is still prevalent in MS communities today as 
predominantly White academies still serve as education havens for many Whites living in Black 
districts. Another way that districts were segregated was through the drawing of district lines in 
the same county to encapsulate homogenous communities (Bolton, 2017).  
Districts with low percentages of White students located in counties with much higher 
percentages of white residents have likely endured racial segregation. Districts with concentrated 
populations of Black students in more diverse counties are likely to coexist with dual education 
systems, most often private systems, that may have been historically created as enclaves for 
white children. As the value of the community racial index variable increases, the likelihood that 
such an enclave exists increases. The finding in this study indicates that as the differences 
increase between student body and community members in terms of White member percentages, 
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turnover rates also increase. Additionally, as the differences increase, average years of teacher 
experience in a district decline. In other words, the degree to which a district is segregated can 
predict whether teachers will stay in the district or not. Another explanation for this finding 
pertains to the strong possibility that the community racial differences index variable may have a 
mediating relationship to the concentration of poverty in high minority districts, which 
experience high turnover. 
Student behavior. Lastly, student behavior, which represents the percentage of students 
suspended in a district over the 2015-2016 school year was not found to have a significant 
predictive relationship to teacher turnover and average years of experience. Previous research 
studies do find significant inverse relationships between negative student behavior and teacher 
turnover (Allensworth et al., 2009; Ingersoll, 2001; Simon & Johnson, 2015). These studies used 
more detailed measures than this study employed to evaluate student behavioral issues such as 
teacher survey instruments. A possible explanation for the non-significant finding regarding 
student behavior is that suspension data does not accurately reflect how teachers perceive student 
behavior problems in their district. 
Policy Implications and Conclusion 
 The findings presented in this research study provide important implications for policy 
change and additional research. To conclude this dissertation, each of the significant implications 
from the findings is listed below.  
 Consider strategies for alleviating teacher turnover. One of the most salient findings 
of this study is that teacher turnover has a significant predictive relationship to reading and math 
achievement and growth, while no significant predictive relationship was found between average 
years of teacher experience and district student performance in math or reading. While there are 
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currently some programs in the state directed at attracting talent teachers to the profession and 
attracting teachers to hard-to-staff regions, none focus specifically on alleviating turnover in 
districts. Additionally, most of the programs aimed at attracting teachers only focus on recruiting 
teachers to critical shortage areas. Though the proportion of teachers eligible for retirement is 
weighted in determining critical teacher shortage status, teacher turnover rates, in general, are not 
considered. In fact, there are no major statewide strategic efforts aimed at identifying districts 
where turnover is high and offering assistance. In light of these research findings, Mississippi 
education stakeholders would benefit greatly from prioritizing the mitigation of turnover in 
districts. Such prioritization has the potential to protect the state’s investments provided to 
teacher recruitment programs. When teachers join the profession and sign up to teach in hard-to-
staff fields or areas, it is to the state’s benefit to retain them. 
The need for better data. For many of the non-significant findings, possible 
explanations for the lack of alignment to other large-scale, high-quality research studies included 
concerns around the data that the MDE collects. Mississippi education leaders should problem-
solve around how to accurately calculate poverty in districts. Identifying accurate poverty rates is 
needed to evaluate programs and conduct high quality research. Additionally, of great 
importance is creating a valid and reliable way to evaluate administrator effectiveness.  Lastly, 
while this study attempted to identify predictors of teacher turnover through regression analyses, 
Mississippi policymakers should invest in more rigorous research designs, using comprehensive, 
longitudinal student-level data and research controls, that can identify causes of teacher turnover 
and more precisely measure its impact on student achievement. 
 A deeper investigation on the impact of race and poverty. Other interesting findings 
of this study include the significant relationships found between teacher turnover and student 
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race, racial differences among students and teachers, and the differences in racial composition 
between the community and the school district. It is no coincidence that each of these 
relationships is related to race. In this study, it is assumed that poverty and working conditions 
are mediating the relationship between teacher turnover and race. Further research is needed to 
explore this more.  Additionally, further qualitative research is needed to explore the 
mechanisms underlying the relationships that each of these racially-related significant variables 
have with teacher turnover.   
 Lastly, it is sobering to consider the strong relationship that student race, and thereby 
poverty, has with teacher turnover rates. Solving the teacher turnover problem in Mississippi by 
only working to mitigate poverty can be a huge misstep for state and local leaders. Viewing this 
relationship through the lens of organizational theory can be a productive approach for education 
leaders seeking to mitigate the turnover issue. When schools have a high percentage of minority 
students or students in poverty, it may indicate that there are unmet needs among teachers and 
students, causing the working environment to become unfavorable, which leads to turnover. 
With this perspective, some tangible solutions for decreasing turnover become evident such as 
providing high quality teacher and leader preparation and professional development as well as 
student services. More investments should be placed in understanding how organizational 
supports can mitigate issues related to poverty. 
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